The University of San Francisco

USF Scholarship: a digital repository @ Gleeson Library |
Geschke Center
Doctoral Dissertations

Theses, Dissertations, Capstones and Projects

2014

Participatory Perspectives: A Photovoice Narrative
Study of Zambian Vulnerable Youth
Lori K. Imasiku
University of San Francisco, 134lori@gmail.com

Follow this and additional works at: https://repository.usfca.edu/diss
Part of the Bilingual, Multilingual, and Multicultural Education Commons, and the Educational
Assessment, Evaluation, and Research Commons
Recommended Citation
Imasiku, Lori K., "Participatory Perspectives: A Photovoice Narrative Study of Zambian Vulnerable Youth" (2014). Doctoral
Dissertations. 92.
https://repository.usfca.edu/diss/92

This Dissertation is brought to you for free and open access by the Theses, Dissertations, Capstones and Projects at USF Scholarship: a digital
repository @ Gleeson Library | Geschke Center. It has been accepted for inclusion in Doctoral Dissertations by an authorized administrator of USF
Scholarship: a digital repository @ Gleeson Library | Geschke Center. For more information, please contact repository@usfca.edu.

The University of San Francisco

PARTICIPATORY PERSPECTIVES: A PHOTOVOICE NARRATIVE STUDY OF
ZAMBIAN VULNERABLE YOUTH

A Dissertation Presented
to
The Faculty of the School of Education
International and Multicultural Education Department

In Partial Fulfillment
Of the Requirements for the Degree
Doctor of Education

by
Lori Imasiku
San Francisco, California
May 2014

THE UNIVERSITY OF SAN FRANCISCO
Dissertation Abstract

Participatory Perspectives: A Photovoice Narrative Study of Zambian Vulnerable Youth
Educating a child is the responsibility of the whole village.
-African Proverb
The United Nations’ Millennium Development Goals aim to meet the needs of the
world’s poorest people by 2015 through universally agreed upon targets. Goal number
two aims to provide universal primary education and states that “by 2015, children
everywhere, boys and girls alike, will be able to complete a full course of primary
schooling” (United Nations, 2010). Zambia, located in Sub-Saharan Africa, in an effort to
increase school access and attendance, developed the Free Basic Education Plan which
eliminated school tuition up to grade 7 and allowed for a large number of children to
enroll in school. While this effort did result in large increases in school enrollment, free
tuition did not automatically mean that every child would be given the opportunity to
attain an education.
This study examined the youth’s access to and quality of education in the
impoverished compound of Kalingalinga, located in the heart of Zambia’s capital city of
Lusaka. Seven youth were selected from the compound, all of whom were either facing
extreme poverty or were orphans. Through a participatory research model, the youth were
given an opportunity to share their educational journeys, accounting both for the
hardships and the successes, through their oral narratives and Photovoice. The impact of
various social and economic condition has had on youth and their education was also
ii

examined as well as issues that the youth themselves found important to the success of
the educational system in Zambia. With little research available about this population,
the goal of this research was not only to add to the body of research available, but to
allow the youth’s voices to be heard, as they are the only ones who truly know what it is
like to pursue an education amidst the current socio-economic struggles in this region.
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Chapter I
THE RESEARCH PROBLEM
Introduction to the Problem
One of the most powerful tools for empowering individuals and communities is
making certain that any individual who wants to receive a quality education can do
so.
Christine Gregoire, 2003

So often it is heard that “children are our future” and we therefore must protect
them so that they can grow up to be healthy and productive citizens of the world.
Believing that children are our future, however, is not enough if they are not given the
opportunities to voice their opinions and create change. It is necessary to put an end to
the human rights violations that are happening all over the word which are preventing
young people from having the futures they deserve. Everyday children worldwide face
violations of their rights as humans and their rights as children. Children have been sold
into slavery, sexually and physically abused, forced to join armies, denied education, sent
to bed hungry, made to work as adults, denied adequate health care, and this is just a
short list. To put it simply, children around the world have been denied their right to be
young and free from suffering.
The violations of children and youth’s right have begun to be recognized and a
call to action both through individual countries’ efforts as well as worldwide initiatives to
xiii
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reduce rights violations has started. The United Nations, made up of 193 counties, has
created both the Convention on the Rights of the Child (CRC) as well as the Millennium
Development Goals in an effort to protect children. In theory, if both of these efforts
were fully achieved they would end child suffering and the impact of poverty.
Unfortunately, the rights outlined in the CRC and the Millennium goals have many
factors working against them. They do not take into account the developmental stages of
the countries the children reside, cultural differences, corruption, and natural barriers
such as environmental issues and disease.
While much of the suffering children experience comes from human hands,
poverty and disease also play a role in the denial of children’s rights. UNICEF stated in
their 2006 report that children living in poverty are more likely to be denied their rights
than are those who have access to resources. Zambia, a developing nation located in
Sub-Saharan Africa, is no stranger to the human rights violations that occur when people
are in extreme poverty. UNICEF has estimated that 64% of the Zambian population lives
below the international poverty lines (UNICEF, 2009). Such high poverty levels mean
little access to the resources needed to stay healthy, leaving the children of Zambia more
susceptible to malnutrition, malaria, and HIV/AIDS.
The HIV/AIDS pandemic has been a leading cause for an increase in orphans and
other vulnerable children world-wide. A report by UNICEF in 2010 estimates that the
number of people living with HIV reached 34 million, of which 2.7 million were newly
infected that year. Children make up 3.4 million of those living with HIV, with a
staggering 3.1 million of those children living in Sub-Saharan Africa. While advances in
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medicine have made living with HIV possible, 1.8 million people died in 2010 from
AIDS, most of whom were people living in the Sub-Saharan part of Africa (UNICEF,
2011). Zambia is once again, no stranger to the devastation that HIV/AIDS has placed on
its people. Varying sources that report HIV/AIDS statistics rank Zambia within the top
ten countries to be affected by this pandemic. UNICEF estimates that in 2009, 13% of
the Zambian population was living with HIV/AIDS (UNICEF, 2009). Orphans, who are
defined by the organization as losing one or both parents, are, in part, a result of the toll
HIV/AIDS has taken on the Zambian population.
The socio-economic impact of disease a such as HIV\AIDS coupled with extreme
poverty made a large number of orphans and other vulnerable children susceptible to
human rights violations including child labor, malnutrition, and lack of access to a basic
education. With large numbers of children coming from disadvantaged situations, the
access and quality of education in Zambia came into question. In an effort to address the
educational challenges of Zambian children, the government introduced the Free Basic
Education Policy in 2002 which allowed children to attend school tuition-free through
grade seven (IOB Impact Evaluation, 2008). Zambia’s own Ministry of Education
reported in 2006 that net enrollment rates in schools had increased to 97%, but
recognized that this did not reflect attendance rates and that change needed to occur to
ensure the success of these children (Republic of Zambia - Ministry of Education , 2006).
Without education, these children will be at a greater disadvantage when they get older.
They will not be able to compete in the already competitive job market and run a greater
risk of living their entire lives in extreme poverty. With extreme poverty, they may not
be able to attain basic survival needs such as food and shelter, and will be a greater risk
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for not having access to quality health care. The purpose of this study was to collect oral
and Photovoice narratives with the intent of giving a voice to the children of Zambia with
the hope of shedding light on both the struggles and successes of the educational system.
Statement of the Problem
The country of Zambia is divided into nine provinces, with the Lusaka province
being the home to the capital city of Lusaka, and the most developed of the these
provinces. Within the provinces, there are cities and within these cities there are
neighborhoods. Much like any other country, the neighborhoods in the capital city of
Lusaka each have their own identity and general quality of life (Zambia Central
Statistical Office, 2010). Some neighborhoods within the capital are full of two-story
homes made of the expensive materials and equipped with all the modern amenities such
as running water, electricity, cable TV, and wireless internet access. Other
neighborhoods, however, are labeled as compounds and are distinguished by high levels
of poverty. Most homes within a compound are made of mud brick and often have a
thatched roof. A one-room house may be home to a family of six, and lack basic modern
amenities such as indoor plumbing, and electricity. These compounds are full of small
road-side stores offering the basic food and living necessities to those who can afford it
(Mulenga, 2003). While educational quality is not widely researched, the physical
appearance of the schools in these compounds usually shows limited resources and many
schools lack electricity. Classes often held outside for lack of space in buildings. Children
can be found at all hours of the day playing in the streets, working, and selling items on
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the side of the roads. It is within the “walls” of one of these compounds named
Kalingalinga that this research takes place.
Kalingalinga is a compound in the heart of Zambia’s capital city of Lusaka. The
compound is located steps away from the University of Zambia (Zambia’s leading
research university), and less than 2 miles from the modern and developing downtown
area. The border of Kalingalinga backs up to a shopping mall which offers modern
restaurants, stores, internet cafes, and entertainment facilities. Despite being so close to
development, most residents in Kalingalinga live in traditional huts or small one-room
homes. There is limited electricity, and running water within a home is uncommon.
Sanitation is a problem as well, with no waste management services and no modern
forms of sewers. Holes dug in the ground and shielded with thatching are the most
common form of bathrooms, and are shared between several families. The field
separating Kalingalinga and the University of Zambia has become a landfill with
mountains of garbage being burned at all hours of the day. It is through this landfill that
the people must walk in order to reach the University of Zambia which is home to the
closest medical clinic. Bus services are offered in the compound and a limited number of
families own cars. Unemployment rates seem to be high and most people make money to
live through the sale of small items such as food or coal at small road-side stands. The
Zambia Central Statistics Office (1999) reported that 60% of those working in the
informal work sector (such as those working at road-side stands) could be categorized as
the poorest in the country. Doreen Nawa (2012) states that in Kalingalinga,
“Occurrences of housebreaking, killings, youth delinquency, alcoholism, and prostitution
are on the rise” (p. 1). She also points out that the sanitation and health of this small
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compound is of major concern for more than the 16,000 people living in the 1,500
housing units within Kalingalinga.
During any given school day, children can be found running through the streets,
working on the side of the road selling small items or performing manual labor. The
range of school services is diverse with three types of educational options, each varying
in levels of resources and educational objectives. Traditional government schools are
institutions that are sponsored by the government and often can house up to 50 children
in one class. These schools offer free tuition, but families are expected to pay for
uniforms and books. Private and community schools are managed by either individual
sponsors or church organizations. Private schools depend on payments from families and
can be expensive while community schools tend to be run as a non-profit. While level of
monetary contributions from families range depending on the type of school, many
schools in Kalingalinga compound lack the basic necessities for education such as books
and qualified teachers (Simeckova, 2010). Some schools in the compound do not have
classrooms shielded from the outside elements and most do not have electricity or
running water. While feeding programs (providing meals to students) at schools are
common, resources for food are often unreliable forcing many children to go to school all
day without food (UNICEF, 2009).
The level of poverty, large numbers of children not attending schools, and the
condition of educational facilities are striking in Kalingalinga. In 2002, the Zambian
government, in striving to meet the Millennium Developmental Goals, created the Free
Basic Education Policy which made primary education (up to grade 7) free for all
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children. The government made this change so as to ensure that all children received an
education. The policy implementation resulted in the number of children who enrolled in
schools showing an increase of 13.5% from 2005 to 2006 alone (Republic of Zambia
Ministry of Education , 2006). This was an advancement toward achieving education for
all students. USAID reports from 2010, however, state that over 67,000 students were
still not in school and a large majority of those children were orphans (USAID, 2011).
The Ministry of Education in Zambia has acknowledged that the rise in enrollment rates
did not necessarily indicate that students were attending school. Attendance rates were
not reported by the Ministry, but the large numbers of children found in the streets on a
daily basis indicated the high enrollment figure did not indicate a success in providing
children with an education. It seems as though the abandonment of tuition fees was not
enough to give all children the access they need to attain an education. There is a need to
look more critically at the various social and economic barriers that may be impacting the
education of these children.
A limited number of research articles or studies have been published about
primary education in Zambia. Most of what has been published is by non-profit
organizations or governmental groups. Even less information has been published about
the compound of Kalingalinga, though it is neighboring the leading research university in
the country. There were no reports found on children’s education, and no reports about
the effects of poverty on children in this compound. Most reports regarding Kalingalinga
focused on environmental issues and the “upgrading” of buildings in order to enhance
physical appearances in the compound. There were also a limited numbers of articles
(many of which were outdated) that discussed health initiatives taking place around HIV
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prevention and treatment, though none focused specifically on children in this area. The
one report that mentioned the children of Kalingalinga was created by a governmental
research group from the Netherlands and discussed the Ministry of Education’s Strategic
Plan to ensure that all students attend school (IOB Impact Evaluation, 2008). The
findings showed that while major improvements had been made, there was still much
work to be done in the areas of teacher education, classroom size, facilities, and
enrollment.
While research directly related to the compound of Kalingalinga was not
available, there was available research on the educational status of orphans and specific
studies that took place in Sub-Saharan Africa. In addition, there were also numerous
studies available that described the impact of HIV/AIDS on children. In one such study
from 2005, Bennell discussed the impact of HIV/AIDs on children stating that orphans
should not be the only group of children studied. Children living with sick parents may
also be at risk of rights violations as they care for their parents emotionally and often
times financially. Bennell gave suggestions for actions to be taken to better the education
of these children and called on the Ministries of Education in Sub-Saharan Africa to act
quickly to meet the needs of these children. Other studies such as Birdthistle (2003) also
called for a need for governments to allocate resources appropriately and support the
needs of vulnerable children. Birdthistle’s work made clear that “evidence indicates that
children’s participation in formal schooling is decreasing in African countries with the
highest prevalence of HIV while enrollment in countries with lower HIV incidence have
increased” (p. 2). Bond (2006), Chitiyo et al. (2008), Cluver and Gardner (2007),
Deacon and Stephney (2007), and Hepburn (2004) are a few of the researchers to be
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discussed in the review of literature that helped to frame the intersection between
poverty, HIV/AIDS and access to education. By looking at the literature currently
available on children’s access to education in the Sub-Saharan region, it was clear that
one cannot talk about orphans and vulnerable children without discussing HIV.
Anderson (2006) is one of the few researchers that has focused research studies
on the country of Zambia and children’s education. In his work, Anderson described the
spread of HIV/AIDS and its impact on the education of children and then reviewed what
the government of Zambia has been doing to educate children in schools about their
medical safety. While informative, this is an example of an article that claims to be about
educational rights of children, but then focused all the attention of education about HIV.
There are some statements in the article about the progress of Zambia towards the
Millennium Goals, but these statements are not backed by sources. Bond (2006) is
similar in that the purpose of the study was to understand the stigma associated with HIV
and its impact on children. Bond, however, did not include details about how this stigma
affects the education of vulnerable children. While there is no doubt that these issues are
intimately linked, it would be beneficial for a study to focus entirely on education.
In addition to the lack of research available on the educational status of Zambian
children, one vital piece of data was lacking in almost all of these studies: the voice of the
people. With the exception of a few studies, most research available on education in
Zambia was produced by one of three sources: non-Zambian non-governmental
organizations (NGO’s), the Zambian government, and a handful of non-Zambian
researchers who presented data through survey results and personal observations. Each
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of these published studies had a viewpoint and many of the NGO and government reports
had clear motives for their publications. It is not to say that this type of research should
be criticized or ignored, as it is valuable information. However, the voice of the people
has been avoided in all of these studies. There is a need to hear the voices of the youth,
to understand their lives, hear from the people who work and live with these youth daily,
and to find a way to best facilitate their educational success. They, after all, are the ones
who live the realties that are written about.
One study by Robson and Bonaventure (2007) had been able to gather the voices
of Zambian people through research in the Copperbelt providence of Zambia, in the town
of Kabwe. The town of Kabwe, is not unlike the compound of Kalingalinga and has one
of the highest HIV/AIDS rates in the country (34%). In this study, 72 teachers and 64
students had the chance to participate through the use of questionnaires, focus groups,
and a handful of personal interviews. All of the teachers and students were members of
community schools in some of the most impoverished neighborhoods of Kabwe. The
researchers noted several times, that information of the basic education of these children
had not been available prior to the study and that there was a strong need for more
information. They called the Ministry of Education and the international community to
action stating that enrollment in school was not enough, and steps needed to be taken to
insure that children found a supportive and inclusive environment when they attended
school. What was most powerful in this research was the participants’ willingness to talk
freely about issues surrounding HIV/AIDS and the impact on education. Robson and
Bonaventure’s work served as a basis for this study’s narrative interview development.
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Background and Need
The idea of humans having “rights” has been around since the beginning of
civilization. Documents such as the Bible, the Koran, and many well-known “rules” of
ancient tribes and civilizations describe basic ideals of how one should treat their fellow
human beings. Modern day documents such as the Magna Carta, the French Declaration
on the Rights of Man and Citizen, and the United Sates’ Bill of Rights outline specific
rights that individuals should have. The dilemma with these documents is that the
individuals they address do not include all human beings. Many early forms of “human
rights” documents exclude women, children, and minority groups.
On December 10, 1948, the General Assembly of the United Nations changed the
way the world perceived “human rights” with the adoption of the Universal Declaration
of Human Rights (UDHR). Unlike any proceeding document, the UDHR included all
people of the world simply based on their being human. The preamble of the UDHR
declared that it was created for the “recognition of the inherent dignity and of the equal
and inalienable rights of all members of the human family…” Article 2 further stated: “
Everyone is entitle to all rights and freedoms set forth in this Declaration, without
distinction of any kind such as race, color, sex, language, religion, political or other
opinion, nation or social origin, property, birth or other status” (United Nations, 2010).
This document, widely ratified by the member bodies of the United Nations, gave the
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world a common definition of rights and declared that all people, regardless of
differences, should be guaranteed the rights clearly outlined in the 30 articles.
The Universal Declaration of Human Rights was divided into three sections. The
first section, articles 3 to 21, defines the civil and political rights of all humans. Among
these articles were the rights to life, liberty, and personal security. The second section,
articles 22 to 27, defined the economic, social, and cultural rights entitled to all human
beings. Included in these rights were the rights to health, education, work and culture.
The final section, articles 28 to 30 defined to way in which these rights should be
universally enjoyed (United Nations , 2010). The UDHR laid the groundwork for future
treaties and conventions which aimed to define the rights of specific groups of people
such as women, children, indigenous groups, and the disabled.
Among the conventions brought forth by the creation of the UDHR, was the
Convention on the Rights of the Child (CRC). Adopted by the United Nations in 1989
and first ratified by member nations in 1990, the CRC was the most universally ratified
United Nations document. At the time of this paper, only two member nations, Somalia
and the United States, had not ratified the convention (United Nations, 2010). The CRC
clearly defined the rights that should be enjoyed by all children of all nations. The
convention contained 54 articles that outlined all civil, political, economic, social and
cultural rights as they pertained particularly to children. In adopting the CRC, the United
Nations “reaffirm that children’s rights require special protection and call for continued
improvement of the situation of children all over the world…” (United Nations , 1989).
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The CRC was a universally agreed upon set of standards and obligations that
should be respected by all governments. All children, age 18 and under, regardless of
race, color, gender, language, religion, opinions, origins, wealth, birth status, or ability
are entitled to the rights defined by the CRC. The obligation to uphold these rights fell
upon both national governments as well as the individuals of these governments. The
Convention was a legally binding document, and by ratifying, governments committed
themselves to uphold the rights set forth in the convention as well as hold themselves
accountable before the international community (UNICEF, 2006).
The Convention of the Rights of the Child contained 54 articles along with two
optional protocols. Within the 54 articles, the CRC defined the basic human rights that
all children, in all nations, were entitled to. These rights included: the right to survival; to
develop to the fullest; protection from harmful influences, abuse and exploitation; and to
participate fully in family, cultural and social life (UNICEF, 2006). The two optional
protocols called for social protection against some of the worst forms of child
exploitation. The first Optional Protocol protected children from the sale of children,
child pornography, and child prostitution. It also emphasized the making those who
exploit these rights be held accountable through criminal proceedings. The second
Optional Protocol protected children under the age of eighteen from being recruited or
participating in armed conflict (UNICEF, 2006).
Two years after initially signing the Convention, member states were required to
submit a report to the United Nations Committee on the Rights of the Child as to how the
rights in the CRC were being implemented. After the initial report, states were then
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required to submit a follow-up report to the Committee every five years. The Committee
reviewed these reports and created their own report with concerns and recommendations
for the state to address. Those states who signed the Optional Protocols must have also
submitted an additional report on the implementation of each protocol (United Nations,
2005). Since the adoption of the Convention of the Rights of the Child, many efforts
have been made by member nations to correct violations of children’s human rights.
Since the ratification of the Convention of the Rights of the Child on September
30, 1990, Zambia has made many efforts to increase both the enrollment and quality of
education in public primary schools. One of the many ways in which the country has
worked to increase the quality of education is through the advancement of teacher
training programs. The Ministry of Education in Zambia now required all students
wishing to pursue teaching as a career to score high marks on college entrance exams in
the area of English language proficiency (Zambia’s national language). Those who
qualified may receive a Bachelor of Primary Education degree from the University of
Zambia (a new degree established since the signing of the CRC). In addition, in 1998,
the University of Zambia introduced the Zambia Teacher Education Course which
combined one year of college-based classes with one year of school-based, onsite
training. All of these programs were further enhanced by the Ministry, with teacher
resource centers placed throughout the country as well as by the purchasing of updated
learning and teaching materials to be made available to University of Zambia students
(Ministry of Education of Zambia , 2000).
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Improvements to the teacher education programs and resources in Zambia may
have made gains in the quality of education in Zambia, but if a large group of children
were not attending school at all, then the quality of education was only benefiting those
who were privileged enough to attend. In 2000, approximately 72 percent of the children
in Zambia where enrolled in school. By Zambia’s definition, enrollment simply meant
that the child, at one point during the school year, showed up for school and was added to
the school’s roster (Zambia Central Statistical Office, 2001). Therefore, if only 72
percent of students were enrolled, then consistent attendance and completion rates should
be assumed to be lower. This also meant that 28 percent of students were not on a roster
at a school at any point during the year. These low enrollment rates had to be addressed
in order to increase the educational opportunities and to meet the world-wide goals of
providing primary education to all children.
The United Nations’ Millennium Development Goals were created at a UN
summit in September of 2000 as 198 world leaders got together with the intention of
creating a more equitable world by ending poverty and hunger. The summit resulted in
eight goals to be achieved by the year 2015. These goals included: eradication of
extreme poverty and hunger, universal primary education, gender equality, reduction in
child mortality, improvements in maternal health, combating HIV/AIDS, malaria and
other diseases, environmental sustainability, and global partnership for development
(United Nations Development Programme, 2012). Periodic reports were collected from
each country in order to monitor the progress they were making towards achieving these
goals.
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Goal number two was the focus of this study and as stated in the United Nations
Millennium Resolution aimed “to ensure that, by the same date (2015), children
everywhere, boys and girls alike, will be able to complete a full course of primary
schooling and that girls and boys will have equal access to all levels of education.”
(United Nations General Assembly, 2000). In a response to this goal, Zambia examined
their educational system and the connection bewteen poverty and eduaction. They found
that high levels of children were not enrolled in school because they could not afford the
tution fees. In an effort to make eduaction more accessible, they adoped the Free Basic
Education Policy which eradiacted all tution fees for grade one through seven and
allowed for dramatic increases in school enrollment (IOB Impact Evaluation, 2008).
While UNICEF (2011) acknowledges that tuition-free education did increase enrollment
rates, they also found that children who came from the poorest regions as well as female
children were the first to drop out of school and were underrepresented in the higher
grades. An in-depth look at the millennium goals and their application in Zambia will be
found in the proceeding chapter.
Purpose of the Study
This narrative Photovoice study looked at the educational journeys of some of the
vulnerable youth living in Kalingalinga. The narratives studies captured the youth’s
voice through both oral narratives and their photography. Youth who have had successes
in education as well as those who have been denied education were participants who
helped to explore the educational system in Zambia. The purpose of the study was to
allow the story of the Kalingalinga youth to be heard through multiple mediums as a way
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of critically examining the current educational system. Through their narratives,
information was obtained about the struggles faced by these students that may be
hindering them from achieving their academic potential, as well as stories of inspiration
from those who have made the best of the educational system. The hope was that these
narratives would help direct future research in both Kalingalinga and the many other
compounds in Zambia where children face similar situations. It was also a hope that the
findings of these Photovoice narratives would provide policy makers with a direction for
future changes within the educational system of Zambia.
Research Questions
This study utilized a participatory research approach, which allowed for the youth
to be integrally involved in the process of inquiry and collective learning. The research
questions were general themes and were designed to ensure alignment with the purpose
of the study and its methodologies. The main research question allowed for a general
picture of the educational journey of the vulnerable youth in Kalingalinga. The first two
sub-questions dug deeper into their stories to examine the successes and the challenges of
their educational experiences. The third sub question aimed to gainer an in-depth picture
of the educational system by understanding both the political and social factors that the
youth saw as an impact on their education. The final question offered a chance to
empower the youth by allowing them to make suggestions based on their own
experiences that would help to make education better and more accessible to others like
them. It was the hope that this final question would help to guide further research and
policy change. Since the participants in the study were the ones who were living in this
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compound, insight into how to move into a better future might best be started with the
ideas of the people.

Central Question
To what extent do Zambian youth give voice to their educational experiences in
the community of Kalingalinga, Zambia?
Sub- Questions
1. To what extent do the Zambian student narratives and photos provide personal
accounts about schooling, community, and educational challenges and successes?
2. What social and economic factors such as poverty, HIV/AIDS, and limited
school resources impact the educational experiences of the youth in Kalingalinga?
3. What systemic changes are suggested by the youth of Kalingalinga in order to
make education more accessible for other vulnerable youth?
Theoretical Rationale
“A photograph is a mechanical reproduction of reality”
James Curtis, 2003
This study took place within the theoretical framework of critical development
theory, Freire’s approach to critical education, and documentary photography theory.
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The Photovoice methodology this study was constructed on, integrates Paulo Freire’s
(1970) approach to critical education and a participatory approach to documentary
photography in which the educational implications of development are exposed and
discussed through youths’ participatory documentary photographs.
Data collected by various agencies showed that not all countries were developing
at the same rate. Sub-Saharan countries such as Zambia have been labeled as slower
developing nations and many developmental theories have been created to understand
this difference. The theory to be examined in the context of Zambia’s development and
the impact of education was critical development theory. Developed in the late 1990’s as
part of the overarching critical theory, critical development theory aimed to rethink the
concept of development. Munck and O’Hearn (1999) have combined a group of essays
that called for reflecting and critic of society as people become more aware of the roles
that gender, culture, environment and globalization play in development. These essays
also identified a need for a break in Eurocentric concepts of development and encouraged
a more critical understanding of how these models aimed to place countries in a system
of hierarchies.
The World Bank has adopted the neoclassical theory of development and in
combination with the UN’s Millennium Developmental Goals, many third world nations
such as Zambia, have been seen to not have no lived up the standards set by the rest of
the world. In the 1970’s post-war era, development began to boom all over the world and
many third-world nations began to work on the development of their economy as they
gained their independence from colonization. Unfortunately, the third world countries
were growing more slowly than needed to improve the standards of living for the world’s
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poorest citizens (Rapley, 2007). The world often judged a country’s growth and success
based on economic development, but it was also important, as Roberts and Kuklarni
(2011) pointed out, to look at human development. In regards to women and children,
there are four indicators of development that needed to be examined: education, health
and family, economics, and labor, and political activism. This study utilized these
developmental theories and their impact on Zambia. In chapter two, discussions of
impact of education will be discussed as development goals and foreign pressures are
examined.
In order to better understand the development of education in Zambia, Freire’s
critical educational theories were used. Photovoice was based on Freire’s educational
methods in which he used visual images such as photographs or drawings to get people to
think critically about their community. Through this method of critical thinking, people
were able to find and discuss the political and social influences that were taking hold of
their everyday lives (Wang & Burris, 1997).
Carlson, Engebretson, and Chamberlain (2006) further explained Freire’s model
by showing that through methods of Photovoice, not only were participants able to
critically discuss their community, but they were able to increase their critical
consciousness and begin to take action to change the reality that they once accepted as
status quo. This study incorporated Freire’s models as both youth who have been denied
education as well as those who have found success, shared their voice and discuss the
political and social forces that affected their lives and the development of education in
Zambia. “No pedagogy which is truly liberating can remain distant from the oppressed
by treating them as unfortunates and by presenting for their emulation models from
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among the oppressors. The oppressed must be their own examples in the struggle for
their redemption” (Freire, 1970, p.54).

Educational Significance
In working towards the Millennium Developmental Goals, in 2003, Zambia made
basic education free to all children through grade seven. While this effort did not ensure
that all students received a quality education, it did increase the number of Zambian
children enrolled in schools (Republic of Zambia Ministry of Education , 2006). With
this increase there became a greater emphasis on teacher education as the demands for
teachers grew. Though this study focused on the compound of Kalingalinga,
communities like this one, with high level of orphans and other vulnerable youth can be
found throughout the country. The methodologies of the study can be reproduced in
other areas to add to the literature. Once enough studies like this have taken place, then
more clear generalizations can be made. Better understanding of the educational
dilemmas of orphans and other vulnerable youth would be best understood if similar
narrative studies were done on other compounds around Zambia as well as communities
in similar countries.
It was the intent of the researcher to further develop the exposure to and
knowledge of the state of education within Zambia by adding to the limited amount of
literature currently available on these issues. It was hoped that the findings of this study
would lead to a better understanding of the denied access to quality education currently
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affecting orphan and other vulnerable youth, as well as what aspects of the system are
currently working for youth. This study gave a voice to a group of young people who
were seldom heard and gave them a chance to express their needs in terms of education.
Since the Ministry of Education must approve any study being conducted on education,
the researcher provided the finding of this study along with the recommendations from
the youth to the Ministry of Education at the conclusion, so as to make them aware of the
voices of these children. The researcher also used the information attained in this study
to guide further research and actions in the Kalingalinga compound. The voice of the
people has been very limited in Zambia (as well as many other countries), but it was the
hope of the researcher that similar studies will be done so that communities and
governments can hear these peoples’ needs through their own stories.
Positioning of the Researcher
Researchers who represent themselves as detached only camouflage their deepest, most
privileged interests
-Michelle Fine, 1994
bell hooks (1989) wrote that “scholars who write about an ethnic group to which
they do not belong, rarely discuss in the introductions to their work the ethical issues of
their race privilege, or what motivates them, or why they feel their perspective is
important” (p. 44). In response to this, I felt it was important to position myself within
this research and to address the ethical issues surrounding this study. This section was
meant to familiarize the reader with my understanding of self, my connections to the
study and my motivations for this work. Behar (1993), reminded me that I must not stay
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hidden from this research while I asked my participants to reveal the intimate details of
their lives. “We ask for revelations from others, but we reveal little or nothing of
ourselves; we make others vulnerable, but we ourselves remain invulnerable (p. 273).
Race and Privilege
I am a white middle-class women from the United States who is a student at a
private higher education institution. These classifications have granted me privilege that
while un-earned affect the relationships I established with the participants. As a white
person going into a community of black Africans, I acknowledged that was seen to have
privileges not afforded to them. I knew that if I walk into a health clinic I would be
treated within 30 minutes while the local people may wait hours to receive medical
attention. I knew that if I take the bus they will allow me to sit three to a row, while a
black woman my same size would be forced to squeeze four people in her row. These
two examples are but the beginning of an exhaustive list of privileges I had simple
because of my skin color. I also am aware that my acknowledgment of these privileges
did not make them disappear and that as much as I attempted to be equal with my
participants, we could not fully escape the differences placed on us by society.
My status as a US citizen also influenced the interactions that I had with the
participants of this study. In Zambia, there is a limited US population with UN data from
2000 estimating only 500 of the 92,000 foreign born people living in Zambia were from
the US. United States citizens who visited Zambia tended to visit for financial aid
projects, missionary work, or tourism. The limited interactions with US-born people
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further elevated an already privileged position in the impoverished compound of
Kalingalinga.
The fact that I am a woman doctoral student even further elevated my privilege.
There are limited doctoral programs offered in Zambia, and the number of women
entering those fields is very small. I also acknowledged the fact that the people of the
community may have experiences of exploitation with other researchers. They may have
been subjects of reports that aimed to highlight their deficits and not acknowledge their
strengths as a community. Due to the central location of the community, it was also most
likely they have been subjected to tourist taking photos of their “poverty” to further the
stereotype of Africans. I understood that my asking them to take photographs for a
research project might be meet with skepticism and reluctance. Again, these
acknowledgements are simply to help the reader understand my positioning, and by no
stretch of the imagination do they erase my privilege in this study.
Motivations and Connections
Due to the obstacles that my privilege created as I began to do research outside
my own community, the question emerged why I would take on such a challenge. The
answer is that I have a personal connection to Zambia (and Kalingalinga) and wanted to
use my privileges to help bring underrepresented voices and views into the scholarly
world. My first visit to Zambia was in 2005 as a Masters student participating in a
service-learning project. Partnered with University of Zambia students, our group
worked in community schools to help with small projects that schools needed done and to
learn about the educational system in Zambia. This trip inspired me to use my thesis to
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develop a pre-departure program for study-abroad students to help minimize the cultural
shocks they experience. My second visit was in 2006 when I again traveled with a group
of Masters students, to participate in service-learning projects. This visit was much more
organized with clear goals and expectations. My group selected schools in the
Kalingalinga compound and worked with students and school administrations to help
students gain more voice in their education. The project resulted in the establishment of
several student councils as well as the establishment of a parent-teacher group (at the
request of the students).
While I maintained friendships with many Zambians, my next visit did not occur
until 2010. This time, after long graduating the Masters program, I was invited to once
again go on the service-learning trip, but this time as a student coordinator. My job was
to oversee a variety of service-learning projects including school-counseling programs,
HIV/AIDS testing, advocacy programs for special education students, and work with
street youth. Many of these service-learning projects took place within the Kalingalinga
compound. Through this I was able to expand my understanding of the school systems
and experience interactions with a variety of youth attempting to make their way through
school.
During the 2010 trip, I also made another connection to Zambia by becoming
engaged to a local Zambian man. During the two years of engagement, I made several
trips to Zambia and was exposed to some of the social, political, and economic realities
of everyday living in this country. Through our conversations and those with other
friends I learned about what many young adults see as needs within the educational
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system. My new family has been gracious to let me into their world and helped me to
better understand the culture that I have become a small part of. My husband and I plan
to move to Zambia at the completion of my studies in the US, so while I will always be
an “outsider” in this community, it is near to my heart and will soon be my community as
well.
Perspectives
This research had a tangible purpose it that it is a dissertation meant to fulfill
requirements of a doctoral program. I hoped, however, that it turned into something
much more meaningful. While my bias, position, and opinion may have seeped into the
study, it was not my intention to have my perspectives guide the results. The purpose of
selecting a participatory approach to this study was to have the lives and voices of the
young people I worked with be directors of this work. I did not wish to have my opinions
validated or expressed in this paper. It was my intention, however difficult, to use this
study as a way for the lives of these youth who have not been acknowledged in the
research to speak about education through their terms. Bell Hooks (1989) states that the
problem is not when “white women choose to write about the experiences of non-white
people, but when such material is presented as ‘authoritative’” (p. 48). I understood that I
was no expert of the culture, and the educational journeys these young people live in.
They, however, were the experts, and I hoped to use my power to be heard to give them a
platform to discuss what they see as imperative for you, the reader, to know.
Limitations and Delimitations
Limitations
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The nature of this study lent itself to several limitations. Due to access to cameras
as well as limited time to collect data, the study was limited in the number of youth
participants. While their stories and photographs gave insight into the educational system
in the compound of Kalingalinga, by collecting narratives from the youth, there is a
possibility that their stories may not have contain details needed to fully understand
situations, as well as possibility of incorrect recollection of information. In addition, all
material including narratives and photo narratives were compiled and analyzed by the
researcher. As with any qualitative data, this may have lead to some error on the part of
the researcher.
Researcher bias was also a limitation in this study. The researcher had close
connections with Zambia and may have already formed personal opinions about the
educational status of youth in this compound. Having worked in a school in
Kalingalinga, the researcher was aware of this bias and made an effort not to allow it to
encroach on the research. However, there is always a possibility that the lens of the
researcher has been tainted by previous knowledge and work within this compound.
Delimitations
This study only took place in one school within the small compound of
Kalingalinga. While the research design can be applied to any area, the results of the
study may have factors that make it only applicable to the educational system in that
compound. In addition, only orphans and other vulnerable youth were be subjects of the
case studies. This study did not include students who were living above the poverty line,
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or who came from other socially advantaged groups. Therefore, the results may not be
generalizable to other populations.
The difference in education between community schools and government schools
has been a highly discussed topic in Zambia at the time of this study. However, this
study did not make attempts to distinguish between or evaluate the quality of education in
a comparison format between the two types of schooling systems. This was outside the
scope of the study, though it is an important topic to be examined.
Street children were also not be examined in this study. Street children are
children who are living on the street and not with a family. They are usually boys and
range in age. Because current literature as well as the researcher’s personal research has
shown that most of these children are on the street by choice, they were not included in
the study. This exclusion should not suggest that this group of youth should be
overlooked in future studies, but rather they do not fit the profile of youth for this
particular study.
Definition of Terms
The definition of terms is used to clarify any questions as to the meaning of a
word that may not be commonly defined:
Compound: While a commonly used term within the Zambian community, no
written definition of a compound in Zambia was found. For the purposes of this study, a
compound referred to a neighborhood in which all or a majority of the people who live
within that community live at or below the international poverty line. This may be
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signaled by the types of homes that are within the neighborhood and the access to modern
amenities such as running water, sewer, and electricity.
International Poverty Line: The World Bank Organization defines the
international poverty line as people who live on less than $1.25 a day (World Bank,
2012).
Orphan: Definitions of an orphan vary by social group and organization. Many
non-profit groups refer to any child who has lost one parent as an orphan in an effort to
draw attention to a large number of children in need. For the purpose of this study,
however, an orphan was defined as the loss of two parents. Those who have lost one
parent were considered under the category of other vulnerable youth.
Other Vulnerable Youth (OVY): The most commonly used term is “other
vulnerable children (OVC)”. For the purpose of this study, however, the term child did
not seem fitting, so the term has been adapted for this research. The term “youth” refers
to the time between childhood and adulthood which more accurately describes the age of
the participants. OVY or OVCs are youth or children who are mostly likely to fall
through the cracks or regular program or, using social protection terminology: OVC are
groups of children that experience negative outcomes, such as the loss of their education,
morbidity, and malnutrition, at higher rates than do their peers (World Bank , 2005).
Summary
The high numbers of vulnerable youth living in Zambia coupled with an
overcrowded school system leaves a need to investigate the education experiences of
these youth. It is important to understand the personal testimonies of those directly
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involved in the educational system in order to better understand how to best meet their
needs. The following chapter will discuss the history of the educational system in Zambia
to provide the reader with a framework for understanding the current education crisis.
The chapter also introduces the United Nations Millennium Development Goals and how
they play a part in the educational experiences that the vulnerable youth are currently
facing. Finally, the chapter will introduce the theories in which this study was grounded.
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Chapter II
REVIEW OF THE LITERATURE
Introduction
In order to better understand the way that orphans and other vulnerable youth
succeed or do not succeed in education, it was necessary to review the educational system
in Zambia as well as some of the current issues affecting education. The first few sections
review the educational system both prior to Zambia’s independence and after. The next
section reviews current educational issues know through literature. Embedded in these
sections are a review both the social and economic impacts of HIV/AIDS. In Zambia, the
impact of the HIV/AIDS pandemic has taken such a devastating toll on the population,
that there was no way to avoid this subject when discussing current education systems.
The latter half of the review looks at theoretical frameworks and their relations to
Zambia’s effort to achieve the United Nation’s Millennium Development Goals. This
includes a review of the Millennium goals themselves and how Zambia has attempted to
implement the goals. A review of critical development theory in relation to Sub-Sararah
Africa discusses how educational systems are affected by development. The final sections
reviews critical education theory, Photovoice and documentary photography design to
develop a framework for this study.
Historical Background of Education in Zambia
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Major changes have taken place within the education system of Zambia over the
last fifty years. Zambia’s gain of independence from the United Kingdom’s rule brought
about changes in the economic system of Zambia, which in turn opened a door to many
policies as attempts to improve education. The HIV/AIDS pandemic coupled with
economic crisis also created an impact on education both in regards to access and quality.
The HIV/AIDS pandemic affected the educational experiences of many children as social
and cultural practices played a role in the negative identity development of many orphans
and vulnerable children.
Pre-Independence Education
The history of the education system in Zambia is important in understanding the
development of the country and the influences of colonial rule still present today.
Zambia, formerly known as Northern Rhodesia, was first occupied by the Portuguese in
the early 1700’s. The Portuguese were looking to increase trade and do missionary work.
They settled in the area and remained there from the early 1700’s to the early 1800’s. Not
until 1851 did the first British occupant, David Livingston, come to settle in Zambia.
Livingston found the waterfalls now known as Victoria Falls (one of the seven natural
wonders of the world), and is known for having imagined a world without slavery
through the three C’s: Christianity, Commerce, and Civilization. His work aimed to
document a land not previously explored by British and to “elevate the position and
character of our fellow-men in Africa” (Livingston, 1864, p. 2). The British government
soon followed David Livingston to Zambia and by the late 1880’s the British South
African Company began to gain rights to minerals within Zambia’s borders. Thus began

33

the colonial rule of Great Britain which eventually spread beyond Victoria Falls and the
Zambezi River to include all of what is now considered the country of Zambia.
The major draw to the land in Zambia was the abundance of copper available for
mining. To this day, copper remains the top export of the Zambian economy. The British
South African Company gained rights to the mines and began to collect profits on copper.
The mining companies later gain control of the country and the government and were
able to rule over the local tribes. While the European population in Zambia was relatively
small compared to that of Africans, their powerful positions in government allowed them
to create strong color lines and implement racial segregation in order to protect their
power. Racial segregation was more prominently found within the schools systems
(Henkel, 1989). African children were not allowed to attend schools with European
children and were rarely encouraged to gain any form of formal education. British rule
continued into the 1900’s and by 1950 only four Africans had been able to successfully
attain university degrees. These four were quite the exceptional stories as most African
school-aged children did not complete primary school if they even had the opportunity to
go to school at all (Turok, 1989).
The exception within the educational system took place in communities with a
strong missionary presence. Up until 1924, formal education for Africans was run
primary by missionary groups, as the British government had little interest in Africans’
education. While the primary goal of missionaries was to teach Africans about
Christianity, they utilized methods which helped to aid in the education and development
of the modern educational system. In order to teach people about Christianity,
missionaries used the Bible as their tool. To do this they first had to tackle the issue that
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most Africans with the tribal villages were illiterate. Missionaries began to set up schools
to teach about Christianity and to improve literacy rates. A majority of missionary work
at that time, first began by learning local tribal languages and recording it in written form.
Once able to read and write in their own languages, the Africans were then transitioned
into English literacy lessons (Henkel, 1989).
The way in which missionary groups formalized education in Zambia greatly
changed the educational system for the future and its effects are still seen today. Up until
the early 1900’s, most education within the tribal villages focused on preparing the child
for adulthood. Boys and girls would have “classes” to learn their respective roles and
duties. This education would take different forms depending on the stage of life the child
was in, but centered more around life lessons than that of literacy and math. Missionaries
can be credited or blamed, depending on one’s viewpoint, for bringing the Western forms
of education to Zambia; a model that is still used at the time of this paper (Henkel, 1989).
Current educational policy also has its roots in the times of colonial rule. In 1924,
a report drafted by Commissioner Phelps-Stokes stated that there was a need for
education in Zambia to be brought to the attention of the British government for
examination. This report lead to Zambia’s first educational policy entitled Education
Policy in British Tropical Africa. The British government, acknowledging that
missionaries were offering formal education to Africans, saw a need to take control of the
education so as to maintain their position of power. They accomplished this by
encouraging Africans to attain a basic education that would help them to become better
workers in the fields, mines and other unskilled labor positions all of which would help to
stabilize the ever uncertain economy. At the same time, however, the policy also
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attempted to deny Africans any sort of education which might allow them to work in high
level jobs so as to insure the protection of the Europeans positions of power (Carmody,
1992). Some African’s who were affiliated with government roles did work diligently to
make sure that all African children were getting a primary education. This, however, took
a lot of effort and in the end came at cost to African’s being able to attend secondary
school. It was not until 1937 that an educational policy in Zambia mentioned that African
children may attend school past primary school (Coombe, 1968). Henkel (1989) and
Sanyal (1976) both point out that while government-run primary schools slowly began to
increase, the first government run secondary schools that admitted Africans did not open
until 1939.
While educational policies were being made and revised, two groups were
consistently left out of educational policy: teachers and girl students. It was not until
1925 that the education of teachers was ever mentioned in educational policy and not
until 1928 that examinations requirements were established for those wanting to be
teachers. The year 1928 also brought \ the first mention of teachers’ needs to know first
aide prior to working in classrooms (Coombe, 1968). In addition to teachers, girls were
left out of educational policy and funding. With the fluctuating economy during the
1900’s, money was spent on educating boys who would grow up to be laborers rather
than the girls who would customarily stay in the home after schooling. The only mention
of girls in early educational policy was that a few girls would need to be educated in
order to give higher educated boys proper mates. Girls were largely left out of education
and not until 1940 did the government open up a school exclusively for girls (Department
of African Education, 1952).
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In 1943, a major step forward in the African populations’ educational rights was
made when, for the first time, Africans were appointed to the advisory board on African
education within the British rule. Through this position, members were able to advocate
for both funding for education and the need for African people to be able to attend
secondary schools and universities with the same educational rigor as their European
counterparts. While their position on the advisory board was fruitful in increasing
enrollments, funding eventually fell through and in 1951 all efforts to better African
education was officially suspended pending an upturn in the economy (Department of
African Education, 1952).
The late 1940’s and throughout the 1950’s saw a rise in the number of Africans in
both primary and secondary school and the number of Africans graduating from teacher
education programs with universities rose to thirty individuals. Examinations and
requirements for teachers also began to become more structured as the number of training
and vocational programs for teachers rose. Teachers were not the only ones who began to
gain access to higher education. A number of new universities and colleges began
opening for African students, one of which was the University College of Rhodesia
(Gelfand, 1978). While it would be many years before the world would call for
“education to all”, the people of Zambia were already formulating goals of universal
primary education. In 1964, the Ministry of Education stated “the aim of education in
Northern Rhodesia as elsewhere is to produce good men and women capable of earning a
useful living and of playing a constructive part as citizens in local and territorial affairs”
(Ministry of African Education, 1964, p. 65).
Post-Independence Education
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On October 24, 1964, Zambia gained independence and in some ways was able to
break free from the colonial rule that they had been under for centuries. The first political
party under the new Republic of Zambia was the United National Independence Party
(UNIP). The party played a major role in advocating for Great Britain to surrender their
power and allow the African people to regain control of their country. In a fairly peaceful
transition, UNIP gained control of the Zambian government and a democracy model of
government was formed. Kenneth Kaunda was elected as the first president of the
Republic of Zambia. President Kaunda and the United National Independence Party
remained in power until 1991 when a multi-party democracy was established and he was
voted out of office (Kaunda, 2012).
Education played a major role in the United National Independence Party’s
campaign to free Zambia from colonial rule. Teachers were highly represented alongside
skilled workers and business men as a united force to gain back control of their nation.
The lack of educational opportunities and resources was a unifying cause to bring these
people together. This united front was a chance to speak out against the unfair
educational system under colonial rule which had been preventing Africans from gaining
equal opportunities and power as compared to their European counterparts. Students also
played important roles in the struggle for independence staging protests and demanding
equal educational opportunities for all (Mwanakatew, 1974).
In 1964, when independence was gained, the educational system needed much
attention. While policies had been put in place to slowly increase enrollments and quality
of education for African children, in some areas of the country less than fifty percent of
children were in school. The funding of education and the economic status of the country,
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however, prevented this from being quickly corrected. It would take years for Zambia to
be able to open up enough schools to serve the large populations of children in need of an
education, especially in the remote village areas (ECE-FAO-UN, 1964). In addition,
European and African children had been segregated either through the building of
separate schools or through the resources offered. The first priority of the newly elected
Ministry of Education was to integrate the two schooling systems (those of European and
Africans) in order to create an environment inclusive of all and to make sure that each
child was able to benefit from the best of both systems (Ministry of Africa Education,
1964). While many Europeans left the country after independence, those who did stay no
longer were given space in their own schools, but were integrated within the local
community. Zambia’s tribal traditions were integrated into schools, while at the same
time, all government schools maintained religious education components first introduced
by missionaries.
Efforts to desegregate schools and to attend to the large number of children still
not in school were the priorities of the early government. While these efforts were being
perused, however, UNESCO (1964) cautioned the government not to make mistakes of
earlier policy makers by placing too heavy an emphasis on primary education. While
primary education was important, UNESCO urged Zambia not to stop there, but to
promote and increase enrollments in secondary education as well as colleges and
universities. They also pointed out that previous educational opportunities for boys had
been far superior to those of girls, and policy needed to be made to ensure that girls
would have access to an education comparable to that offered to boys. Girls had been
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previously overlooked in most educational policy and the new Ministry of Education had
the opportunity make changes to impact the lives of all children, not just boys.
In 1966, the First National Development Plan was created to ensure that by 1970,
every child would be able to have at least 4 years of education. While more than 4 years
of education would be preferable, the plan aimed to make sure that those who had not
previously had an education (mainly girls and children living in the village communities)
would at least have a basic education and gain basic literacy skills (Cabinet Office, 1966).
As with any plan, however, economics played a role in the implementation of this plan.
In the 1970’s and 1980’s Zambia’s economy suffered along with much of the rest of the
world. Copper prices fell as a result of the economic downturn, which greatly impacted
Zambia as copper was their number one export. President Kaunda petitioned international
organization and took loans from such places as the World Bank. While these helped in
short-term solutions, they eventually plummeted the country further into debt (IOB,
2008). Zambia was close to achieving their “education for all” goals, but the expenses
became too great and funding could not be found. In a response to the difficult economic
times, the education budget was cut. These cuts led to the deteriorating of school facilities
including buildings and furniture, lack of textbooks, and learning materials, and general
decline within the infrastructure of the educational system (Coombe, 1970).
As with any economic crisis, there came a time of growth and in the 1990’s the
economy slowly began to recover. In order to restore education, the Republic of Zambia
began creating policies to ensure the future of education. The first policy in 1996, was
entitled Educating Our Future which developed two investment plans to make sure that
children would have access to school. This included building and refurbishing
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educational facilities and increasing access to educational materials such as textbooks
(IOB, 2008). Then again in 1999, a policy entitled Basic Education Sub-Sector
Investment Plan (BESSIP) placed funds into schools to improve both access and quality
of education. The goal of this plan was to give educational access to children from grade
one through seven and improve the learning achievements of children in the areas of
math and literacy. This plan was the first of its kind in that it included vulnerable children
such as orphans and girls, focused on teacher education, implemented national
assessments to monitor education, and aimed to reduce the number of children sharing
resources by having a textbook for every two children.
IOB (2008) outlines the goals of this educational plan as the following:
BESSIP sought to improve access to education through:
• constructing new schools in order to reduce walking distances to
a maximum of five kilometers;
• reducing school costs for parents by providing grants to schools;
• enrolling children who had dropped out or had never gone to
school;
• offering more bursaries to vulnerable children (girls, orphans, the
poor and children in rural areas).
At the same time, the quality of education was to be improved through:
• providing textbooks (by 2005, no more than two pupils were to
share one
book for English, mathematics or Zambian languages);
• more focused and decentralized training;
• implementing a national assessment of the education system;
• revising the basic school curriculum;
• teaching initial literacy through familiar languages. (p. 37)
As a result of the program, gains in math and literacy were reported, however, not as
quickly as were desired. The deterioration of the educational system and the Ministry of
Education took many years to reorganize and restructure. In addition, though funds for
education were being set aside, very little was actually finding itself in schools. Due to
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the lack of funding, school fees, and costs including uniforms and shoes, many children
living in poverty were prevented from attending any type of formal schooling.
As a response, in 2002, newly elected president Levy Mwanawasa, in cooperation
with the Ministry of Education, created the Free Basic Education Policy for Grades 1-7.
The policy was designed to meet the educational needs of the children that had dropped
out as well as those most vulnerable who had never had the opportunity attend school
(Sikwiblel, 2003). Data on the effects of this policy was conflicting. The UNDP (2005)
reports a 9% increase in primary school enrollment in 2003, while Das et al. (2007)
reports a 10% decrease in enrollment. What was consistent was that fact these statistics
only reported the enrollment rates which should not be confused with attendance rates or
completion rates. Even through some statistics reporting enrollment have reached 99%
(Bown, 2009), these were not a true reflection of the educational policy’s impact on
education as the economic conditions had once again played a role in the development of
education.
While much more detailed, the main concept behind the Free Basic Education
Policy for Grades 1-7, was to eliminate school fees in order to make education accessible
to the country’s most vulnerable children. While grants were in place both from donors
and remnants of the BESSIP plan, the government was not prepared for the results of the
elimination of school fees. Parent-teacher conferences were held nationwide to help
spread the word that schools would become free (at least in regards to tuition fees). The
news spread quickly, and on the first day of the school term, more children showed up
than was ever imagined. While positive in that children were showing up to school,
resources were not prepared to ensure these children an education. School buildings and
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classrooms could not accommodate the large numbers of new enrollees and resources we
far too scarce (Abdi, Shizha, and Ellis, 2010).
In addition to the lack of resources, teachers were of major shortage during this
time. The HIV/AIDS pandemic had taken its toll on the adult population in Zambia, and
the number of qualified teachers dropped dramatically. In addition, while grants were
made available to help accommodate an influx of children in school, the grants did not
cover teacher salaries. This meant that classroom sizes were growing at a dramatic rate,
while the number of teachers was declining (IOB, 2008). To add to the already low
number of teachers, in 2004, the government created a plan to lay off teachers in an effort
to cut spending. Those teachers who did remain with their jobs after the cuts, received
low wages and were faced with ever increasing class sizes (Abdi et al., 2010). Zambia’s
lack of ability to invest sufficient resources in the educational system has lead to over
half a million children back out of school. Many of these children may be counted among
those enrolled, but are not able to attend regularly (Wood, 2005).
Following the Free Basic Education Policy, a new policy was created called the
Ministry of Education’s Strategic Plan for 2003-2007. This plan acknowledged the
deficits from the previous plans, and aimed to correct them. The plan started by raising
the recommended completion grade level from grade seven to grade nine while also
encouraging higher education. (It should be noted, however, that tuition-free education
was still only until grade 7). This plan also emphasized quality of education rather than
mere enrollment rates by: recruiting more trained teachers, making adjustments to current
curriculum, and making sure all children had access to textbooks (IBO, 2008). Once
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again, however, the problem remained in the allocation of resources to attain the goals
laid forth in the plan.
Current Issues in Education
The Educational system in Zambia continues to undergo change in an effort to
better the educational experience for the children of Zambia as well as meet the United
Nations’ Development Goals by 2015. While tuition-free education was successful in
increasing enrollment numbers, the infrastructure of education in Zambia still faced a
number of issues. Lack of funding continued to be at the root of many of the educational
obstacles. In addition, inequities in the various types of schooling programs, lack of
teachers and materials, and poverty and disease continued to keep many children from
attaining the quality of education they needed. Kelly (1991) broke the issues in education
down into four areas of crisis: crisis of financing, crisis of confidence, crisis of action,
and crisis of quality. Each of these crisis areas are complex and intertwined.
Types of Formal Schooling Systems
Zambia, offers a number of different options in educational experiences. This
serves to be a brief overview of the types of school options, but was not meant to fully
explore the inequities of these options. Inequity between school types is an important
issue to be discussed, but as noted in the limitations of this study, the topic is too large to
be fully covered in this paper.
The most common schools found in Zambia are government schools also referred
to as grant-aided educational institutions. The government contributes 70% of the
educational school funds to these schools. While contribution percentages are high, the
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actual operating costs are not fully covered by government resources. This often means
that educational resources, building repairs, or teachers’ salaries may have to be cut or
found through private means. Teachers at these schools are required to have a teaching
certificate, and at least two years of university training (USAID, 2007). While these
schools are tuition free for students, fees associated with boarding costs, uniforms, food,
and curriculum are usually not included. This leaves a large number of children who are
living in poverty unable to afford to attend these schools (Ministry of Education, 1977).
In 1998, in a response to the number of children not in school, the Zambian
government began to officially recognize a second type of schooling option referred to
Community Schools. These schools arose due to both overcrowding in city schools and
lack of local schools in remote villages. Community schools are supported by the
government with 30% of the educational funding. This generally means that community
support is required to offset the lack of resources made available by the government.
While the school is often offered as tuition-free to children, community member must
find resources to support teacher salaries, building costs, and curriculum. Teachers often
end up being parents or community members that volunteer as teachers (Zambia
Community Schools Secretariat, 1997). Teachers in community schools are only
expected to have completed schooling through grade 12, but this requirement is not
strictly upheld (USAID, 2007). Unlike most government schools, in order to make
education available to as many children as possible, uniforms are usually not required.
Many schools also do not require children to wear shoes to school as this may prevent the
most vulnerable children from attending (Robson & Sylvester, 2007). Flexible schedules
are common, allowing children to attend half day rather than the full day like government
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schools. This is done to accommodate children who many need to work to help support
the family. When possible, meal programs are created to feed children one or two meals a
day as an extra incentive to come to school (Zambia Community Schools Secretariat,
1997).
The third type of schooling offered in Zambia are private schools. Private schools
are not funded at all by the government and are usually run as a for-profit institutions.
(The exceptions to for-profit schools are those ran by religious institutions and often
those who serve special needs children whom are not served in government schools).
Private schools are funded through private donations, fundraising and student fees and
tuitions. While not governed under strict educational laws, schools are encourages to
charge within reasonableness of the services they provide and to ensure that the education
provided meets satisfactory standards. Private schools are most often attended by children
in the ex-pat communities, special needs children, and a minority of elite upper class
(Ministry of Education, 1996).
Crisis of Financing.
Kelly (1991) outlined three problems with the financing of education in Zambia.
The first of these issues was basic inadequate funding of education. The amount of
financing needed continued to grow as more and more children entered the school
system. As enrollments rates increased, so did the needs for resources in the form of
teacher salaries, building costs, curricular material, and so forth. Without the adequate
sources to finance, this enrollment growth could not survive. Secondly, the allocation of
funding was imbalanced. With thirty percent of educational funding going to community
schools and seventy percent going to government schools, there was a serious imbalance
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in the resources that children in different regions were receiving. Those in remote areas
and those living in impoverished communities were receiving the least amount of
resources while those living in cities and who were able to afford school fees receive the
most (USAID 2007). The final issue with financing came in the form of undirected
budgeting. While the government in Zambia continued to focus on education and changes
in policy to ensure the most amount of children benefit, policy alone did not correct the
problem in education. Most of the policies relied on earlier budgeting and funding of the
BESSIP and had not been adjusted to meet the ever growing need.
The demand for teachers was one way in which this crisis of financing was
realized. While the demand for education was on the rise in Zambia, the number of
teachers in 2002/2003 fell. Part of this fall has to do with an alarming rate of teacher
illness and death related to the HIV/AIDS pandemic (Kanyanta, 2004). When teachers
fell sick, their salaries were diverted to pay for their medical bills and absentee pay.
Unfortunately, in an economic crisis such as the one faced by Zambia, when teachers’
salaries were used to pay teachers who are at home sick, there was not money left to pay
replacements. Teachers, who must stay home, left a classroom full of children with no
money to pay a replacement teacher. The result was extra work on the part of those
teachers who remained at the school. Remaining teachers had to pick up the students who
are in the missing teachers’ class which resulted in more work for the teachers and less
attention for the students (Robson & Sylvester, 2007).
Crisis of Quality.
The quality of education encompassed many components including physical
structures, curricular materials, and teacher performance. Kelly (1991) observed that
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schools in Zambia needed critical attention in order to increase the quality of education
those children who are able to attend school were receiving. Physically, buildings were
falling apart and were often unsafe, while desks and other furniture was often lacking or
in ill condition. Inside the classroom, student to teacher ratios reached unmanageable
levels and children were not able to attain the attention they need. In addition, schools
were lacking educational materials such as textbooks and those who did have materials
were often learning from out-of-date resources.
Teachers, once again are were the center of the crisis. Dat et al. (2007) conducted
a study in which 182 schools were surveyed and data was collected on the number of
absences of a teacher and then compared with student test scores on comprehensive math
and English exams. The results found that in some schools, teachers were absent an
average of seven times a month. Without funds to hire substitutes, in most schools, when
the teacher was absent, the class was cancelled. This meant that, on average, children
missed seven days of learning and instruction a month. Most of these absences were
accounted for as illness of the teacher or family member or need to attend a funeral.
While the results found no statistically significant correlation between the teacher
absences and student achievement, there was one group of children who were impacted
more. Those children who had the same absent teacher for two or more years showed
significant decline in academic achievement when compared to their school mates.
Even when teacher absences were low, the lack of resources, emotional needs of
students, and teacher-student ratios all played a role in the quality of education a child
received. Those teachers who were able and willing to stay as teachers in schools faced
many obstacles which limited their ability to be effective. While most teachers in
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government schools were educated and trained for teaching, they were not prepared for
the conditions that they faced in the schools. Large class sizes were just one of the many
concerns, and with large class sizes, the ability to connect on a personal level with
students was diminished. In a study of primary school teachers’ stressors (Baggaley et al.,
1999), HIV/AIDS was of major concern. Not only were teachers dealing with their own
connections to the diseases, but they were faced with a class full of children of whom
many were dealing with HIV/AIDS either personally or through a family member. While
most were not trained to deal with the emotional toll this took on the children, those who
were prepared, found that overcrowded schools left little time and space to have private
connections and conversations with the children In addition, many were concerned about
taboos connected with HIV/AIDS and did not feel they could discuss it with their
students. These stressors were affecting students both in and out of the classroom and
thus diminishing the quality of education the children receive.
Crisis of Action.
The crisis of action as outlined by Kelly (1991) stated that while reforms and
policy had been put in place, the fact remained that adult literacy rates were low. The
concern regarding adult literacy rates was that if children dropped out of school too early
or were not able to go at all, they would join the large population of Zambia people who
were illiterate. In 1991, literacy rates for adults were close to 66%, while reports in 2010,
stated the adult literacy rates had increased to 72%. While the increase was significant, if
children were not able to attend school, the literacy rates were in danger of falling or at
the very least remaining low (Kelly, 1991 & UNICEF, 2010).
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While there was a large percentage of students that are able to attend schools and
become literate, only 51% of children continued on to secondary school (grades 8 and
above) (Zambia Ministry of Education, 2006). With limited resources in regards to
buildings, curriculum, and teachers, not every child who wanted to continue after grade 7
was able. Competitive tests were given at the end of grade 7, and only the top percentage
of students were invited to move forward in their educational path. Those who passed the
test and were invited to continue must then be able to come up with the fees needed to
attend. A large portion of secondary schools were boarding schools which required the
student to be able to secure financing either through individuals or government funded
grants. Those who were not able to go to boarding schools had the option of attending
local secondary schools, but since education was only free up to grade 7, these children
must also secure ways to finance their education. The hard work and financial strain that
these students endured to get to grade 8 and above, however, was often meet with the
same issues of primary school such as poor quality of education, crowded classrooms,
and absent teachers. The journey was even further soured when the students graduated
only to be meet with limited job opportunities (Bajaj, 2010).
Crisis of Confidence.
Das et all (2007) described education as a relationship between the inputs of
schooling and the outputs of education. Parents, especially those in impoverished areas,
sent their children to school in hopes that they would be able to gain the education needed
to rise out of poverty and create a better life for both themselves and their family.
Sending a child to school often came as a financial burden to the family as they must
furnish school fees while at the same time losing an opportunity for that child to be
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working and making the family a greater income. While many parents were willing to
make the sacrifice to better their child’s life, when the system failed, they began to lose
confidence in education. The unsatisfactory conditions in Zambian schools have left
many employers unhappy and unwilling to hire workers. In addition, poor economic
conditions in Zambia created a competitive job market with very few opportunities. The
lack of available employment after graduation left parents rethinking the need for
education (Kelly 1991).
A study by Bennell (2002) examined the ability for countries in Sub-Saharan
Africa to meet the universal primary education goals by the year 2015. Data was
collected through statistical banks such as UNESCO and through self-reports from local
Ministries of Education. Through statistical analysis, Bennell predicted that many
countries in Sub-Saharan Africa would be able to meet enrollment rates, but that these
enrollment rates were not an indication of success in education. “The very high
enrollment ratios that have been achieved in these countries mask the fact that usually at
least one-third of children still do not complete the full primary education cycle” (p.
1186). The study attributed the lack of ability to encourage impoverished families to send
their children to school and keep them there for the full primary cycle. This is not to say
that poor families did not care about education, but rather that the benefits of education
(most importantly economic success through higher paying jobs) was no longer being
realized. A competitive job market created a greater divide for poor families, as elite
social groups began to pay for private education in order to advance their children to the
top of the job market. With little opportunity to obtain gainful employment for children
of community schools upon graduation, the need for education was reduced. The

51

growing lack of confidence in the outputs of education results in a decline in enrollment
ratios over the next few years.
Conclusion
The issues presented in this section were only meant to situate the study in the
context of the educational system in Zambia. It should be noted that not all students
suffer as a result of these issues and that there may be concerns that were not covered.
While touched upon in this section, the issue of HIV/AIDS and its impact on children and
their education is of high importance. Being of major concern, the next section is
dedicated to a more in-depth look at the impact of HIV/AIDS and the social stigmas that
carry into the school. Later in the chapter, development theories are examined and the
issue of western educational models in African countries are explored.
Socio-Economic Impact of HIV/AIDS
The AIDS/ HIV pandemic has been a leading cause in the increase of the number
of single and double orphans. Varying sources which report HIV/AIDS statistics ranked
Zambia within the top ten countries to be affected by this pandemic. UNICEF estimated
that in 2009, 13% of the Zambian population was living with HIV/AIDS (UNICEF,
2009). Orphans, who are defined as losing one or both parents, are a result of the toll
HIV/AIDS has taken on the people of Zambia. In addition, UNICEF has estimated that
64% of the Zambian population lives below the international poverty lines (UNICEF,
2009). Children living in such poverty are defined as other vulnerable children (OVCs)
and are susceptible to human rights violations including child labor, malnutrition, and
lack of access to a basic education.
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With large numbers of children living in disadvantaged situations, the access and
quality of education for these children must be examined. Zambia’s own Ministry of
Education reported in 2006 that net enrollment rates in schools had increased to 97%, but
recognized that this does not reflect attendance rates and that change needed to occur to
ensure the success of these children (Republic of Zambia Ministry of Education , 2006).
USAID reports from 2007, however, stated that over 67,000 students are still not in
school and a large majority of these children are orphans (USAID, 2011). Children not
only need an academic education, but also need health and nutritional education in
school. When children in school suffer from diseases or malnutrition, they are not only
affected mentally and physically, but are at a greater risk for becoming unhealthy in the
future (UNESCO, 1991). Without proper education, these children are at a disadvantage
when they get older. They will not be able to compete in the already competitive job
market and run a greater risk of living their entire lives in extreme poverty. With
poverty, they may not be able to attain basic survival needs such as food and water and
will be a greater risk for not having access to quality health care.
There are varying definitions of orphans depending upon the source being used.
The most commonly found definition categorizes orphans as children (usually under the
age of 17) who have lost one or both parents. Deacon & Stephney (2007) further defined
orphans by expanding the term to include those children who are in extreme
disadvantaged situations. They did note, however, that the term “extreme disadvantaged
situations” was socially constructed and therefore, could not be blanketed to all cultures.
For this purpose, the term orphan in this paper refers to the loss of both parents. The term
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“other vulnerable youth” (OVY) is used occasionally to refer to youth who are in socially
defined extreme disadvantaged situations through the lens of the Zambia culture.
HIV/AIDS and the resulting increasing numbers of orphans and vulnerable
children has changed the face of education in Zambia. Many of the children not able to
go to school are a product of AIDS related illness and death that prevents income-making
parents from providing for their families. In 1999, a study by Kelly, interviewed teachers
who claimed that every student in their classrooms had known at least one person to die
from AIDS. The impact of the disease had to be address in schools and had changed the
content, roles, organization, and process of education in Zambia.
The content taught in schools has faced major changes due to the impact of AIDS
on children and their communities. While academic content had stayed fairly constant,
additional material was needed in terms of social skills and coping with social pressures.
A majority of children in a classroom have had some direct or indirect experiences with
AIDS related deaths and that could not be ignored once they walked into a classroom.
Teachers in one study discussed the need for a systematic approach to identify and
support psychological needs of children. Since social services have not been fully
developed in Zambia, this also meant a change in the role for teachers as there was a need
for them to become counselors for their students. They noted that when children were
feeling anxious about their loved ones at home, or dealing with the loss of a family
member, they were not able to focus on the lessons (Robson & Sylvester, 2007). In
addition, teachers in two studies acknowledged the need for vocational job training in
earlier grades. While the goals of the educational system is to have students complete the
full cycle of primary and secondary school, economic and social realities must
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acknowledge that many children will drop out before completion. For this reason,
vocational training needed to be offered in lower grades so as to best prepare those who
would not complete school, to have skills needed to attain employment to support
themselves and their families (Robson & Sylvester, 2007; Kelly, 1999).
The biggest change to educational content, however, was the addition of health
and HIV/AIDS education in schools (Kelly, 1999). HIV/AIDS prevention education was
an obstacle in Zambia because of the social stigmas and cultural practices surrounding
this topic. Since the most common form of transmission of the disease is through sexual
contact, HIV/AIDS education in schools has been slow to take effect. Sexual related
discussions are culturally sensitive and usually only take place with the privacy of the
home or through traditional teachers (not through formal education teachers). While the
need for prevention education was known, the methods for delivering this topic, were still
of concern, causing a delay in the distribution of information to children (Scheffer, 1994).
The most commonly acceptable form of prevention education in Zambia, was peer-led
intervention. In this model, teachers were not charged with delivering information, but
rather the children themselves lead discussion and attempted to alter the social norms in
order to help their generation reduce their risks for HIV transmission (Feldman et al.,
1997; Sohail, 2002).
The organization of education has also changed with the growing number of
children directly and indirectly affected by HIV/AIDS. Girls are especially at risk in
many regions where cultural practices and myths came at a cost to women’s health and
safely. There are over seventy-two tribes in Zambia, each with their own practices, but
many share some form of sexual cleansing practices. While common forms of sexual
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cleansing involved a widow being forced to sleep with a family member of her late
husband, there were also many myths about the cleansing of HIV/AIDS through young
girls. Many still believed that if a man contracts HIV, he could sleep with a young virgin
girl and he would be cured. While this may seem to have little impact on education, it in
fact directly affected young girls’ ability to attend school. Many schools have had to
adjust their schedules to include later starts to the day or earlier dismissal to help reduce
the number of girls walking to and from school in the dark. When girls are required to
walk in the dark, they often drop out for fear of being attacked on their way to school
(Fleischman, 2002; Gausset, 2001).
In addition to the changing of the school schedule for girls, community schools
originated as a result of the increase in orphans and OVCs who could not attend the
regular full-day schedules of traditional government schools. Children from homes where
HIV/AIDS has left them in poverty often needed to work in order to help support the
family. For this reason, community schools were established to have educational facilities
close to the homes of these children and offer flexible schedules and services.
Community schools often run half-day programs to allow children to accommodate their
need to work or offer services to entice families to keep children in school. These
services usually included food programs and health services offered to children who
attend on a regular basis (Robson & Sylvester, 2007; Miller-Grandvauz & Yoder, 2002).
The final and possible most critical way in which HIV/AIDS has changed the face
of education is through the changes in social interactions. The pandemic has changed the
way children interact with each other, their families and their teachers (Kelly, 1999). The
social stigmas and cultural practices surrounding AIDS have made dramatic impacts on
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children’s identity and social interactions. Orphans and other vulnerable children were at
a greater risk for negative identities as a result of their often close connections with
HIV/AIDS. The remainder of this section focuses on the stigmas placed on these children
and their connection to poverty.

Social Stigmas and Orphan Identity
In a search to find publish works about orphans, it was difficult to find studies that
discussed orphans without a focus on HIV\AIDS. While it was true that a majority of the
orphans in Zambia were in some way connected to the disease, Deacon & Stephney
(2007) pointed out that HIV\AIDS was not the only cause of orphanhood in any country
(including Zambia). The connection to HIV\AIDS began long before the children
became orphans. As soon as the parent fell sick, the child had a permanent connection
with the disease and the socially constructed identity that was attached to it. In most
cultures, people publically identified as HIV-positive were subjected to stigmas and
stereotypes that often created negative attention. A child that was orphaned due to a
parent’s HIV status would likely encounter the same stigmas that a HIV-positive person
faced whether or not that child was HIV- positive themselves (Deacon & Stephney,
2007).
In addition to the limited research on orphans not connected to HIV\AIDS, there
was also a shortage of literature connecting children and the HIV stigma. Most of the
literature that was available focused on adults or on children that were HIV-positive, thus
neglecting to report on a group of children that were indirectly being stigmatized by their
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parents’ HIV status. Deacon & Stephney (2007) commented on this issue and raised the
point that children who were already facing attacks on their identity because of their
status as an orphan, could be at a greater risk for psychological trauma when they had a
connection to HIV. The identity and emotional well-being of the child could be further
diminished when this stigma was so severe that it: prevented the child from going to
school, caused unfair treatment in the home and community, created an abusive
environment, or subjected the child to child labor. Foster, Levine, & Williamson (2005)
add that children with HIV\AIDS connections were disproportionately poor and
malnourished and often lacked the basic necessities such as food and shelter.
In a combination of two studies conducted between 2002 and 2003, Clay, Bond,
and Nyblade, documented the experiences of children in Zambia through the voice of the
children as well as through the lens of the community members. All the children in the
study were either showing symptoms of HIV or TB or had a family member that was
directly affected by one of the diseases. The purpose of the study was to explore the
many forms of stigma that was placed on these children including forms of bullying,
denial of rights, and teasing. The study looked at what caused these stigmas and whether
they were placed on the children from the community, were placed on the children
through self-degradation, or a combination of both. In a culturally appropriate approach,
mini-dramas were used to explore the feelings and identities of 76 Zambian children, 46
of whom were orphans. Through the dramas, Clay, Bond, and Nyblade found that
children exhibited fears of playing with others who showed symptoms of one of the
diseases for fear of catching that disease. Through focus groups with the community, it
became evident that these children were in fact projecting the feeling of their parents and
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family members. One of the fifteen year old boys from the study was quoted saying
“…if
…if they suspect the parents died of HIV
HIV\AIDS,
AIDS, friends don’t want to play with you…
the teacher can also treat you badly” (Clay, Bond, & Nyblade, 2003,, p. 23).
23 The stigmas
that the
he children were exhibiting were a direct result of the socially created stigmas of
their community.
The participants in the study were broken into four different categories. These
categories of children included: street kids, children who attended school,
school those who did
not attend school, and those who showed signs of HIV or TB. Figure 1 shows the
multiple layers of stigmas that children connected to disease in these cities face
(reproduced from Clay et al., 2003, p. 20).
Poverty

Street Children
Viewed as "out of
control"

High HIV Prevalence

"Dirty"
"Invisablity"
Told to Move On
Blame Labeled as Theives
Children living with
Orphans Mistreatment
HIV\AIDS
Harsher
Feared
Punishment
Isolated
Heavier Work
Excluded from
Excluded from
School
Family

Powerlessness

Figure 1.. Children from Stigmatized Groups Face Multiple and Spiraling Stigmas

A child’s identity can be negatively impacted by their status as an orphan. In cultures,
such as those found in Zambia, whom stigmatize HIV
HIV\AIDS,
AIDS, becoming an orphan can
have even deeper impacts on a child. Two assumptions were often made about that child
and their family. First, it was often assumed that the parent of that child died due to some
AIDS-related
related cause. Secondly, it may have been assumed
ssumed that if the parents were HIV

59

positive, then the child was also HIV positive. Both of these assumptions created and
enforced stereotypes that destroyed the positive self-image of the orphaned children.
While adults in society were the creators of such stigmas, that does not mean they
were the only ones perpetuating these stereotypes. Most of the research around stigma of
orphans was found to discuss the way adults treat children, but very little has been
published about how children treat each other.
Most of the stigma experienced by children is perpetrated by adults. However
children also experience stigma from their peers, and some children even
stigmatize adults. Children learn how to treat other people from adults and in a
society that demonizes HIV and AIDS, it is inevitable that children will pick up
on this attitude and at times become the perpetrators of stigma (Clay et al., 2003,
p. 33).
The way in which children carried out such stigmatism was through teasing, bullying or
socially isolating those labeled as orphans. In the study done by Clay et. all (2003), it
was found that many children believed that if the parent of the orphan was HIV positive,
then the child would be as well. Therefore that child should be avoided so as not to
spread the disease. The avoidance could go so far as to not touch another toy that an
orphan child played with. The term “courtesy stigma” is used to describe this stigma that
a child gets because a parent dies of AIDS related illness
Impact of Stigma on Education
Robson and Sylvester (2007) conducted focus groups with 72 teachers and 64
students in the Copperbelt of Zambia to understand how they felt the number of orphans
due to HIV\AIDS affected the educational system. What they found was that both
teachers and students said that the basic right to an education was not enough to support
orphans. There was a need to create a schooling environment which was inclusive and
supportive of all children. Due to the large numbers of orphans who do not feel
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comfortable at the schools, the teachers said that counseling services needed to be offered
to all children and professional development opportunities were necessary for teachers to
better understand the needs of these orphaned children. The teachers pointed out that
while most reports showed that the number of orphans enrolled in school had increased,
that did not mean that children are learning. Many of the children these teachers worked
with come to school hungry or filled with so much anxiety that they could not
concentrate on the lessons. Others worked at night to help support the family and came
to school too tired to learn
In addition to the conditions brought on by a lack of support at home, 30 of the 72
teachers said they knew children that dropped out of school due to AIDS-related
discrimination and bullying. Seventeen of the children and 26 of the teachers reported
cases of orphans being bullied because the parent had died from AIDS. A few students
reported that their teachers were mistreating them or sending them home from school for
unnecessary reasons most likely because they were orphans (Robson & Sylvester, 2007).
Though this data showed that there was a need to make changes in the educational
system, Coombe (2002) found that most ministries of education were not moving towards
a curriculum that differentiated instruction to be inclusive, meet the needs of orphans and
provide them with the life and emotional skills needed. In a study of the Ministry of
Education of 13 South Sub-Saharan African governments 7 of the 13 nations said that no
action was being planned for the inclusion to meet the special needs of orphans within the
educational setting. In addition, 11 of the 14 governments said that they there was no
“culture of care” for the counseling needs of the orphans being planned with the school
setting (Coombe, 2002).
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The Link between HIV/AIDS and Poverty
During an economic crisis, the impact of HIV/AIDS can be great. High rates of
teacher absences, increased number of children dropping out of school, and a decrease in
the country’s overall literacy rates were some of the economic effects of the pandemic
(IBO, 2008). Bond (2006), made the claim that people who suffered from poverty were
more susceptible to a stigma from HIV\AIDS than those who were in more economically
stable situations. In a study conducted in Zambia, Bond (2006) found that orphan
children in urban areas showed less signs of negative identity than those in rural areas.
The rural areas in her study, were all places of extreme poverty that included a lack of
access to basic needs such as food and shelter. The poverty that the people of these rural
areas faced was found to be a cause for a severe amount of stress, with even greater
amounts of stress shown by those who were caring for orphans. Bond claimed that these
finding showed that it was therefore impossible to separate the social processes that were
attached to poverty from the identity of orphan children.
In order to better understand the identity of orphans, one must first understand the
socially constructed stigmas that orphans in Zambia have been associated with.
According to Bond (2006), a stigma is a created separation between “us” and “them”
based on inequitable stereotypes. She described this stigma as a “spoiled identity” that
came from being associated with a discrediting attribute. While orphans might have been
associated with several discrediting attributes, disease was the most commonly used way
of spoiling the identity of orphans in Zambia. With a stigma, children often felt shame,
self-hatred, or isolation. Refer back to Figure 1 for other perspectives of some of the
stigmatizations that orphans and other vulnerable children face.
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There has been found to be a continuous cycle between poverty and the
HIV\AIDS stigma. Children who grew up in poverty were found to be more susceptible
to conditions and behaviors that may put them at risk of contracting HIV\AIDS. If they
did become HIV-positive, then the stigma that came along with it, may prevent them
from gaining access to opportunities to improve their economic situation. Thus, the cycle
continued. In her multi-country study, Bond (2006), found that the highest links between
poverty and stigma came from the country of Zambia, the poorest country in the study.
Zambia also had the highest level of HIV prevalence out of the countries studied. While
she was careful to point out that are many factors leading to the stigmatization of
children, the relationship between poverty and the HIV\AIDS stigma was clear.
Families who lived in extreme poverty were consistently lacking the resources
they needed. This lack of resources meant that children may have been pulled out of
school in order to help provide for the family. Without a stable educational environment,
children may have had a difficult time finding a place to belong and often lacked the
emotional and material support they need (Bond, 2006). If poverty created a deficit for
children, then Foster, Levine, and Williamson (2005) argued that children who were
living in poverty and had a connection to HIV, had an even greater risk of emotional
trauma and negative effects on their identity. In their research, they point out that
children in poverty had to take on more responsibilities in the care for their dying parents
than do children who were living in relative wealthy setting in developed nations.
Deacon and Stephney (2007) pointed out that there were varying viewpoints when
it came to the relationship between poverty and orphans. Some of the studies they found
showed that orphans were worse off than their non-orphan counterparts due to their direct
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experience in dealing with the AIDS virus and its effect on the family. Other research,
however, pointed out that orphans were in worse situations due to the fact that they lived
in poverty and that if compared to children at the same level of poverty, they would have
similar experiences and identities. Deacon and Stephney suggest that though western
charities tend to focus their attention on orphan children, more research needed to be
done to see if in fact, their orphanhood should require special services, or if the focus
should be shifted to all children living in the extreme poverty that orphan children tend to
experience. While they did not offer an answer, they stated that the research clearly
showed that there was no way to deny the intertwining of poverty, children and AIDS
(Deacon & Stephney, 2007). Bond (2006) further developed the connection of poverty
and children by stating:
Poverty and stigma have a peculiar relationship: it is easy to “understand”
decisions in the context of poverty that result in discriminatory actions, for
example, a decision to withdraw orphans from education because the
household cannot afford to educate them. The decisions themselves are
not always stigma per se, but the actions are experienced as stigmatizing.
For example, orphans feel stigmatized by being out of school, and the
consequences of the actions can be damaging. Often the decisions are
voiced through a language of attribution and blame (p. 181).
Stigmas were not isolated to an individual orphan or vulnerable child. An
orphaned child could bring a stigma with them into the care giving family,
unintentionally placing the stigma associated with HIV\AIDS on the whole family unit.
Clay et al. (2003) found that orphan children in Zambia could be seen as a burden to a
family and though it was a cultural practice to take in children of a deceased family
member, many were reluctant because of the financial and emotional burden. This
addition of a stigma on the while family coupled by poverty could lead to many
violations of the child’s rights and the decrease in positive self-worth for the child.
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In a seven month qualitative research study carried out in two high-density
compounds in Lusaka, Clay et al. (2003) used focus groups and trust-building activities
to find out the ways in which children (many of whom were orphans) connected to
HIV\AIDS or TB experienced mistreatment both due to disease connections and poor
living conditions. The most common response by orphan children was an increased work
load within the home as a way of earning their keep. Others reported being sent out of
the home in order to earn money for the family. This work could be in the form of selling
items, manual labor or sexual work. Families often deprive these children of food,
education, and proper clothing usually out of a financial hardship, but it was discovered
that some families deprive these children in order to make a statement to the community,
thus restoring a positive identity to the family. Many families in the study said that while
it was their duty to look after these orphans, when financial difficulties arose, they would
prioritize their own child’s education and physical needs, often meaning that the
orphaned child would be deprived of such things. Deprived of both material and
emotional support, orphaned children reported feeling lonely, lacking a family, and
unable to cope with the death of their parent. Clay et al. also points out that the lack of
support and being forced into finding monetary support for the family often forced
children into risky behaviors that could put them in jeopardy of becoming HIV positive
themselves.
Not all children, however, had the same experience. Some children were not able
to find families to go to, and thus were required to become the head of the household at
very young ages. This meant taking on the responsibility of caring for all the younger
children and providing basic survival needs even if they were not emotionally or
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developmentally ready for such task (Eloff et. al., 2007). Serpell (2000) discussed how
age and gender also played a role in the experience of orphaned children. In her research,
she found that age was the determining factor in the drop-out rate of orphan children
from school. This quantitative data echoed the qualitative interview that stated that
caregivers were more comfortable pulling older children out of school when they needed
someone else to work. It was also mentioned that the older children were more likely to
have the skills needed to help the family with resources. Gender played a role as well,
finding that the oldest girl in the family had a better chance to stay in school. This was
most likely due to the culture’s perceptions of women as caregivers. Families reported
that the longer a girl stayed in school, the more equipped she would be to provide for the
younger siblings (Robson & Sylvester, 2007). All the research concluded by stating that
children who feel the pressure from a negative stigma were at risk of internalizing
negative images of themselves. This could lead to depression, feelings of loneliness, and
withdrawal from daily activities. If these children grew up in an environment in which
they were not cared for, they were likely to not find value in themselves and pass this
feeling on to the next generation.
Conclusion
The literature available on orphans all said that changes needed to be made in
order to create an environment where vulnerable children were supported both
emotionally and materially. Suggestions included: advances in HIV\AIDS education,
anti-stigma education, making free education a reality for children, psychosocial support
for children within schools, and support for guardians (Robson & Sylvester, 2007; Clay
et al., 2003; Serpell, 2000). The suggestions being made were all about what adults could
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do to help orphan children, but often times the voice of the children was left out of this
conversation. It was difficult to effectively develop a way of helping a child when that
child’s experiences and needs were not being voiced (Foster, Levine, & Williamson,
2005). With the exception of a few research studies highlighted in this paper , “… the
voices, views and visions of young people themselves still wait to be considered” (De
Boeck & Honwana, 2005, p. 2).
In addition to the lack of child voices, there was also a lack of material which
explored the positive identity of orphans. Orphans and vulnerable children were most
frequently portrayed as in need of protection, vulnerable, and innocent. While these
descriptions may have been accurate for most children, the way in which literature about
these children has identified them, leaves little room to explore the positive attributes and
assets of these children. De Boeck and Honwana (2005) pointed out that that while
orphans do need to be protected, it should not be forgotten that these children have
survived hardship and tragedy and many of them have moved on to lead successful lives.
Not all children have experienced a negative identity because they were orphans and
some were very well taken care of and connected to their care giving family. They
warned that the study of orphans should not set out to demonize the adults who care for
these children, but rather aim to find ways in which the lives of these children could be
improved. Serpell (2000), called for an increase in household-based studies in order to
explore the positive ways in which children learned to develop their identity as an
orphan. One such example that she found was the use of prayer as a way to identify with
something and to feel loved. As a Christian nation, many children in Zambia may have
been using their religious faith as not only a coping mechanism, but as a way to find a
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positive identity and avoid the negative stigmatisms associated with orphans. Bond
(2006) further suggested that churches in Zambia needed to play more of an active role in
teaching adults and children anti-stigma messages.
What was clear through the literature was the need for better understanding of
orphans and how their social and economic status impacted their ability to receive a
quality education. UNESCO (1990) wrote about the need for “a bridge between what is
learnt at school and the challenges of real life” (p. 6). If the educational system was
going to meet the needs of orphans and vulnerable children (especially those affected by
HIV/AIDS and poverty), there needed to be an increase in the understanding of social
structures and the stigmas children face in order to foster more community support for
one another.
United Nations’ Millennium Development Goals
The roots of the United Nations’ (UN) Millennium Development Goals can be
historically traced back to several world summits, conferences and declarations. Two of
the most notable and direct influences, however, were the World Conference on
Education for All and the International World Summit for Children, both of which were
held in 1990. The International World Summit for Children was held on September 2930th of 1990 and included 159 world leaders and senior officials. The outcome of the
summit was the development of seven major goals in regards to child survival,
protection, and development to be achieved by 2000 (Saith, 2006; UNICEF, 1991). The
World Conference on Education for All, took place on March 5-9th of 1990 with 150
representatives coming together with the intention of making primary education
accessible to all children and to reduce illiteracy rates by 2000 (UNESCO, 1991). Below
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is a list of the seven articles from the Education for All Conference which outlined the
goals to be achieved by 2000 (World Conference on Education for All, 1990).
Article 1: “Every person- child, youth and adult – shall be able to benefit from
educational opportunities designed to meet their basic learning needs” this included not
only basic education such as mathematics and literacy but also included culturally and
moral development
Article 2: Shaping the vision by expanding the current structures curriculum, and delivery
systems.
Article 3: Basic education should be provided to all children, youth and adults.
Article 4: Learning should be translated into meaningful development including useful
knowledge reasoning ability, skills, and value.
Article 5: Diversify and change the nature of education to meet the learning needs of
children, youth, and adults. (This includes childcare from birth).
Article 6: Learning should take into account the nutrition, heath, and emotional support
needed to participate and support education.
Article 7: national, regional, and local educational authorities have an obligation to help
education growth.
(pp. 3-7)

From these two world conferences sprung up a set of goals known as the United
Nations’ Millennium Development Goals. In September of 2000, leaders and
representatives from all countries as well as several world organizations gathered
together to create a set of eight goals aimed at the elimination of poverty and the
development of nations through global partnership by the year 2015. Built upon the
agreements from the 1990’s, eight goals with complementing targets were developed:
1. Eradicate extreme poverty and hunger.
2. Achieve universal primary education.
3. Promote gender equality and empower women.
4. Reduce child mortality.
5. Improve maternal health.
6. Combat HIV/AIDS, Malaria, and other diseases.
7. Ensure environmental sustainability.
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8. Develop global partnership for development.

(MDG Africa Steering Group, 2008, pp. 2829)
The development of these goals gave the world a unique opportunity to work together to
meet the targets and indicators. Global partnership called to action developed nations to
help countries still trying to develop (Unterhalter, 2012). Attaining these goals would
take considerable financial backing, especially in the world’s poorest countries, which is
why the need for assistance from wealthier countries was crucial to the development of
these goals. The developed nations were encouraged to help through fair trade, financial
assistance, debt relief, technology, and medical advancements (Hains & Cassels, 2004).
In order to monitor progress, annual reports were conducted in each country using
UN statistical systems already in place as well as help from international organizations.
The results of the reports were compiled into country reports as well as overall goal
progress reports and then translated into data used to produce graphical representations of
goal progress through UN progress charts. There were also more than 20 UN agencies
that created tasks forces to monitor progress and report the findings (United Nations,
2000). The accountability piece of the goals was important and unique it that it monitored
not only the progress of the developing countries, but also the progress of those more
developed countries who had made promises to offer assistance (Hains & Cassels, 2004).
For this study, goal number 2 was of significant importance as it emphasized the
need for education. In its entirety, goals two states: “Ensure that by 2015, children
everywhere, boys and girls alike, will be able to complete a full course of primary
schooling” (United Nations, 2000). Education was an important part of the goals in that it
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not only fulfilled the right to education, but was fundamental in attaining development in
terms of health and equality as well as its crucial role in the eradication of poverty. What
was complex about this goal, however, was the inconsistency between the goal itself and
the measures used to determine progress. The goal stated that children should be able to
complete a full course of primary schooling meaning that children should be going to
school at least up until grade 7. The indicators used to measure the success of this goal,
however, were enrollment rates. While connected to school completion, enrollment rates
did not necessarily predict school completion. Enrollment rates simply told if a child was
ever taken to school to enroll. A child who had attended school for even one day, could
be counted as successfully completing this goal depending on enrollment policies for
school governments. Unterhalter (2012), also pointed out that enrollment in school was
not enough if quality of education was not equally significant. This goal did not take into
account the issues around poverty that made it very difficult to achieve.
In 2010, world leaders gathered together to discuss the current progress of the
Millennium Developmental Goals and created a plan of action to ensure that the goals
would be meet by 2015. They found progress towards the goals in the following areas:
decline in poverty, increased access to education in poorest countries, investment in
preventing and treating HIV, TB, and Malaria, improved access to drinking water and
reduction in child mortality. Despite these gains, they found that those children who were
among the poorest were making the slowest gain in nutrition, employment for women
was not improving, being poor, female, or living in conflict zones increased the
probability that children would be out of school, sanitation advances in rural communities
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was not improving, and the lives of urban poor remained with huge challenges (United
Nations, 2010).

Sub-Saharan Africa’s Challenge
The way in which many of the goals were developed created unfair disadvantages
for the world’s poorest countries. The progress needed to meet these goals was much
greater in many African and Asia countries than in the rest of the world. Since education
was a pivotal factor in development, many reports emphasized the educational gains
countries were making. Sub-Saharan Africa made the largest growth in education moving
from 58% in 1999 to 76% in 2009. This was the largest growth ratios out of any region.
The total number of children that were not in school in 2009 was only 67 million which
was a drastic decrease from the 106 million in 1999. However, of those who were out of
school, 48 percent (around 32 million) were from Sub-Saharan Africa (United Nations,
2010).
While educational gains in the Sub-Saharan region were the largest of all regions,
Africa continued to be reported in negative light and emphasis on the region not meeting
the goals was highlighted. Hains and Cassles (2004) stated “the situation is not
encouraging… especially in Sub-Saharan Africa” (p. 396). The United Nations (2005)
reported “Africa is the only continent not on track to meet any of the goals of the
Millennium Development by 2015”. Easterly (2009) discussed this campaign by several
organization and individuals to emphasize the failures of the region by comparing them
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to other more developed countries. The goals, he argued, actually made Africa look much
worse off than it was by the way they were designed. Goal number two, for instance
required absolute change rather than percentage change. Therefore, even though African
regions had made huge growth, if they did not meet 100% enrollment rates, they would
be marked as failing to meet the goals. Starting at the farthest point from the goal, made
the region’s chances of meeting the goal, much more demanding than the rest of the
world, and the significant gains they did make, go unacknowledged by the world.
In response to the negative results being reported about Sub-Saharan Africa’s
progress of these goals, many began to research the issues to better understand the delays
in progress. Sachs & McArthur (2005) reported that without financial support, the poorest
African countries would never be able to fully attain the goals. Even if progress, such as
100% enrollment were reported, the sustainability was not realistic. The poorest people
living in the poorest countries were unable to sustain growth without system changes that
assisted in the development. Keating, Chock & Fischer (2011) complied literature to
review the strategies that were working in Sub-Saharan’s progress as well as the
limitations to further advancements. They highlighted that decrease or full elimination of
fees had dramatically increased the number of children that now had access to school. In
addition, they noted that the popularity of feeding programs and health services in
schools had not only encouraged families to enroll children, but made education a more
realistic opportunity for poor families. Despite these and other improvements, they also
pointed out that without funding, the growth in educational enrollments would not be
sustainable. It was estimated that 4.5 million teachers would be needed by 2015, if the
region was to meet their goal. They would also need a dramatic increase in the number of
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educational materials needed to service all of these children. Without funding to meet
these needs, completion of school for many children was unlikely.
In 2007, a group called the MDG Africa Steering Group was established to better
report on and direct the progress of Africa in the meeting of the development goals. The
purpose of the group was to not only report out on the progress, but to make suggestions
on how to make further growth in the countries. What was unique about this group was
that they reported the financial resources that were needed to achieve the suggestions
made. Contrary to most other available reports, the group claimed that every goal would
be meet by Sub-Saharan African by 2015 with the exception of the reduction in maternal
mortality rates (MDG Africa Steering Group, 2008). The list of continued needs included
more feeding programs in schools serving poor communities. Most importantly, the
group emphasized that while international communities had promised a great deal of
assistance, it was time to follow through with the commitments. The group claimed that
without the follow through of the international community, achieving and maintaining the
goals set for the in the UNs Millennium Development Goals would be unfair to the
region.
Zambia’s Response to UN’s Millennium Goals - Education
The most notable response to the United Nations’ Millennium Development
Goals by Zambia in the area of education, was the elimination of school tuition in
government schools. In 2002, the Zambian government, made primary education (up to
grade 7) free for all children through the Free Basic Education Policy. For a short time
education through government schools was completely free for children. The high rise in
demand for education, however, was not taken into account and in order to provide
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adequate resources, fees for building costs and textbooks, and well as mandatory
uniforms were instated to help offset the rising cost (Anderson, 2006). The data on
enrollments statistics varied tremendously by sources, so it was difficult to get an
accurate picture. The Zambian Ministry of Education (2006) reported that from 2005 to
2006, enrollments increased by 13.5%. The United Nations Development Programme
reported that Zambia had already meet their education goal and that enrollments in 2009
were 102%. They also reported that over 91.7% of children complete the primary
education cycle. (It should be noted, that while reported by the UN, this data seems
highly contradictory to other data available). USAID (2011), reported that Zambia had
serious issues in regards to orphans and vulnerable children’s attendance in school and
claimed there was an estimated 67,000 children still not in school. Despite the data
variance, it was clear that enrollments have increased and Zambia was working toward (if
they had not already meet) the goal of 100% enrollment.
The advances reported in school enrollment, however, did not necessary reflect
the quality of education or the percentage of children who would be able to stay in school
through their primary education and beyond. Attention was called to the need to improve
adult literacy, increase completion rates for secondary school, increase the number of
girls attending higher education facilities, and improve access to skill training (United
Nations Development Programme (2012). UNESCO (1991) also served as a reminder
that school enrollments were not a goal worth achieving if further action to improve
education was not taken. In order for free basic education to be attainable, it must meet
the cultural, economic and social aspects of the people within the society. Education must
respect the cultural practices of the people and allow for the heritage and identity of the
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society to be not only valued but developed. Education must also be consistently reevaluating the relationship between education and work and how the two were
intertwined. The curriculum and learning techniques including technological advances
must stay in stride with the world of work so as to make valuable use of a child’s time
and prepare them for the workforce once they leave school. Finally, education must be
able to contribute to the stainable development of a society through the conscious goal of
improving quality of life for the next generation.
Critical Development Theory
Critical development theory grew out of critical theory which aims to thoughtfully
reflect on and critique society and culture. Theorist Max Horheimer stated that critical
theory sought to “liberate human beings from the circumstances that enslave them”
(Geuss, 1981, p. 244). Critical theory was developed in the late 1930’s in Frankfurt,
Germany and drew on the work of Karl Marx as well as many other well-known
theorists. Modern critical theory has been influenced by well-known theorists Habermas
and Gramsci and is still focused on the critical examining of social structure (Geuss,
1981).
In their article, Kinchelo and McLaren (2011), discussed the ways that critical
theory had taken shape since its development in the 1930’s. They claimed that even so
many years after its initial development, “critical theory retains its ability to disrupt and
challenge the status quo” (p. 285). Through critical theory there has been a development
of several new theories regarding sexuality, race, and development. “Many look to
dominated groups – women, people of color and subaltern populations – as positions
from and for which new forms of critical understanding and engagement can be
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employed” (Friedland and Mohr, 2004, p. 7). This study was situated in critical
development theory which challenged the way in which development both occurs and is
measured.
There have been a large number of development theories available with which to
critique a country. Most research on development involved quantitative methodologies
that could be translated into the analysis of whether a country was “developing” or not.
Most development studies were then tied to policy-oriented projects and the “fixing” of
“third-world problems”. Schuurman (2009) pointed out that it was difficult to attain
funding for development research that was not somehow tied to the UN Millennium
Development Goals. Critical development theory challenged researchers to rethink the
way development was studied and to utilize a critical approach that empowered locals
rather than placing them on a hierarchy of development. “As a rule, critical social theorist
do not focus only on the negative realties and consequences of oppression, but often
target issues and strategies of human liberation from that oppression” (Feagin and Vera,
2008, p. 93).
Many counties in Africa were at greatest risk of receiving a negative spotlight in
development studies. Development studies and the aid that was usually attached to them
exposed the colonial power structures between “experts” and the local people. Locals
populations tended to be evaluated based on their “development” against Western
parameters. Critical development theory sought a different approach in critically looking
at personal biographies, community context and systematic social institutions that played
roles in the development of a country. (Collins, 1990; Dubgen, 2012).
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Despite decades of development aid and research, millions of Africans were
worse off than they were 30 years ago. This was due to the way in which the Western
world had created the concept of development. Tucker (1999) defined development as
“the process whereby other peoples are dominated and their destinies are shaped
according to an essential Western way of conceiving and perceiving the world” (p. 1).
Western countries have deemed the cultures, politics, and economics of other counties as
third world. “It is a process whereby the lives of some people, their plans, their hopes,
their imaginations, are shaped by others who frequently share neither their lifestyles, or
their hopes nor their values” (p. 1). Culture became second to a need for economic gains
and status, making people believe they needed to reach certain economic status markers
in order to be “developed”. Critical development theory asked researchers to dismantle
the system of domination and redefine actual development. Critical researchers needed to
do “a critical examination of the cultural practices involved in the production of
knowledge and meaning, a task that demythologizes the development process by placing
it is its historic context” (p. 3). This gave local people the ability to define their own
terms of development without outsiders who claim to know what was best.
Critical Education Theory
Critical education theory (CET), developed in the early 1900’s, sought to
understand and make known the ways in which education was influenced by the
processes of everyday life. As a subset of critical theory, CET was grounded in the belief
that systemic institutions and political agendas gain edcontrol of educational systems and
took away individual and cultural power and knowledge. CET also maintained that
people could resist dominant power and regain control of the educational process through
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various forms of activism from teachers, students, and communities. People became
active participants in resisting domination and control within their educational systems.
Mclaren (1998) described CET as a way to “empower the powerless and
transform existing social inequalities and injustices” (p. 160). Through this way of
thinking, local communities were empowered to deny the institutionalized mass
reproduction of schooling and resist oppression. By resisting oppression, they redefined
education within their cultural and social context, and re-legitimize the interests of the
community. This radical transformation to deny oppression, domination and social order
and re-define schools, if carried out would increase the freedom and justice for those in
the community (Bennett and LeCompote, 1990).
Modern schools have been designed to shape the way young people
approach their social and cultural lives. Mass schooling encourages mastery of
knowledge, however, that knowledge has been grounded in global ideologies and was
often separated from the local community. This meant that no matter how knowledgeable
a person may be at a local level, they were constantly being judged against an
international Eurocentric standard. In a series of essays complied by Levinson and
Holland (1996), 11 schooling systems around the world were examined and asked the
reader to look critically beyond the schools themselves. They employed CET to examine
the “links between local cultural practices, the community, the region, the states, and the
economy” (p. 3) and address the global issues of education.
Critical studies have always been aimed at finding ways to establish equality in
education. By examining the way the equality was denied in education, CET revealed
socially constructed models to define who was an “educated person” and who was an

79

“uneducated person”. These definitions denied all forms of individualism and cultural
knowledge (Maschelein, 2004). CET also exposed that teachers and communities were
often swept up in these models and may have unconsciously perpetuated the issue
(Myers, 1998). “The organization of school knowledge, the hidden curriculum and the
representation of difference in texts and school practices all concern discourses which
have serious implications for indigenous students as well as other minority ethnic groups”
(Smith, 1999, p. 11). Freire (1970) attempted to explain this another way by saying that
educational systems “control thinking and action, leading women and men to adjust to the
world, and inhibits their creative power”(p. 74). By looking at education systems
critically, however, the influence of those with “power” could be exposed to understand
the way that individuals experienced education.
Though many theories contributed to CET, Paulo Freire’s work was most
influential in the positioning of this study as his work inspired the methodology of
Photovoice. In Pedagogy of the Oppressed, Richard Shaull introduces Freire’s (1970)
work by writing “Education either functions as an instrument which is used to facilitate
the integration of the younger generation into the logic of the present system and bring
conformity to it, or it becomes ‘the practice of freedom’, the means by which men and
women deal critically and creativity with reality and discover how to participate in the
transformation of their world” (p. 9). The solution then was not “to integrate them into
the structure of the oppression, but to transform that structure so that they can become
beings” (p. 72). In his work, Freire (1973) clearly stated that when critically examining
education to make change, that change must be done with the oppressed and not for the
oppressed. For these reasons, the developers of Photovoice and participatory
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documentary photography based their research methods on CET and Freire’s work.
Through participatory action research methods involving photography, participants could
begin to critically examine the educational system and begin to develop the necessary
movements to create change.
Documentary Photography and Photovoice
Documentary photography was first constructed during the 1930’s as a way to
“cast its subjects within a ‘social problem’ framework, which argued for a politics of
reform and social education” (Rosler, 1981,p. 89). Documentary photography was a way
to educate people about social issues and appealed to many as it gave a glimpse into the
many facets of life that “outsiders” had never seen. It addition, documentary photography
created a contrast to the “foolishness” of most Hollywood produced work at the time.
Roy Styker revolutionized documentary photography when he was hired by the
government to take a team of photographers to document farm labors. What was not
expected was that Mr. Styker and his team brought back an extensive body of work that
showed the inner secrets of life on the farm. It showed the poverty, loneliness and social
issues that many knew nothing about. These carefully constructed photographs produced
the “facts” of life and held meaning far beyond what was seen on the surface (Rosler,
1981).
Rosler (1981) explained that documentary photography “carries information about
a group of powerless people to another group addressed as socially powerful” (p. 5).
While photographers like Styker may have used this to tell a story of the oppressed in
hopes of social change, Rosler cautioned that documentary photography could easily be
used to exploit those not in power. Pictures of poverty and oppression could be used to
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promote and further stereotypes and to create negative images of the poor. An example
he used was the photographs used of starving children in television commercials. The
average viewer saw these photographs, felt empathy for the children and sent in money to
the organization listed at the bottom of the screen. No social change has happened and the
children themselves were entirely removed from the process. They become subjects of
oppression once again.
Photovoice was created to address this issue of documentary photography and to
remove the oppression from the work. Photovoice was created as a participatory
approach to documentary photography which empowered people by allowing the
“subjects” to take pictures themselves and create their own story. This contrasted
traditional forms of documentary photography which tended to involve those “in power”
taking photos of those who were not. Photovoice was a “process by which people can
identify, represent and enhance their community through a specific photographic
technique (Wang, Cash, Powers, 2000, p. 82). In their study, Wang et al. (2000) used
Photovoice to document the lives and struggles of homeless. The homeless were given
cameras and asked to use them to document their strengths and struggles. They then used
these photographs to promote critical dialogue with the homeless and to educate policy
makers about the issued they faced. In a similar study, Aitken and Wingate (1993) gave
children cameras and asked them to take 24 pictures of their community. They told the
children that these pictures should be representative of the community they live in and of
themselves. The photographs were then used to uncover the environmental transactions
that children make in their daily lives.
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The participatory approach to documentary photography (Photovoice) was an
important aspect in creating social change. Photovoice could essentially be summarized
in three steps. Step one was to give participants cameras and allow them to document the
issues being addressed. Step two examined these photos to create a critical dialogue about
the issue. The final step was to summarize the critical dialogue into action through the
presenting of material to policy makers. This process empowered the participants to be a
part of the change and as Freire suggested, allowed the researcher to create social
movements with the participants rather than on the participants (Wang, Cash, and
Powers, 2000).
A participatory approach to documentary photography through the use of a
Photovoice project was used in this study. Roy Stryker, a chief of the Historical Division
of the Farm security Administration in the 1930’s, was known for revolutionizing
documentary photography. His focus allowed for photographs to become more available
to the public as a way of shedding light on the rural poor and other social issues, with the
goal of encouraging people to commit to social change. Stryker’s definition of
documentary photography was that there was much to be said within the language of
pictures. This attested to his goal of social advocacy (Stryker, 1977). Wang and Burris
were the developers of Photovoice and have based the participatory action research
method on critical education theory and “community-based” approaches to documentary
photography (Wang, Cash, & Powers, 2000). Through their development and research of
the methodology, they found documentary photography to be “a grassroots approach to
representation and demonstrate ways in which women, children, homeless youth, and
others can effectively use photography as personal voice” (p. 82).
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Documentary photography, along with the Photovoice methods, can and have
been used in variety of settings to allow groups (often whom are underrepresented) to
participate in research studies by using photography to tell their stories and allow their
voices to be heard. Curtis (2003) discussed the historical context of documentary
photography and how it was able to take the American public into aspects of war, and
racial segregation and allow them to see for themselves a world that once had limited
access. Open Society Foundations used photo exhibitions to “engaged and mobilize
people around issues of justice and human rights” (2012). Green and Kloos (2009), used
participatory photography to document the lives of young people living in internal
placement camps in northern Uganda. The Ugandan project allowed youth to identify
and reflect on community issues, leading to the advocacy of community changes to help
support their education. Hogan (2012) used participatory photography to allow aging
women to capture alternative images of aging and allow them to challenge societal
thinking about the aging process in women.
Narrative Research
Narrative Research is the “study of how different humans experience the world
around them” (Clandin & Connelly, 2000 p. 2). Leiblick et al. (1998) stated “one of the
clearest channels for learning about the inner world in through verbal accounts and
stories presented by individual narrators about their lives and their experienced reality”
(p. 7). In this methodology, the researcher constructs a written account of the
participants’ lives as they tell their stories. The written narratives not only serve to
document their lives, but also help to understand meaning behind the stories. The process
of collecting narratives continues to evolve, but the history of the narrative story can be
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traced back to ancient folktales, mythology, and such well known texts as the Bible and
the Koran. The contemporary form of narratives, however has roots in the 1800’s with
the emergence of “Russian formalism, US news criticism, French structuralism, and
German hermeneutics” (Czarniawska, 2004, p. 3). What each of these had in common
was the focus on the individual text and not the writer’s interpretation or understanding of
the texts. The value of the “participant” voice was found to be more important than the
outsider’s understanding of that voice. This empowerment of voice spread into multiple
disciplines such a history where actual story of an individual involved in a historical
event became more valuable than a historian’s interpretation of the event.
As narratives became a more popular form of telling information, people began to
realize that they could use this methodology to tell their stories in a way that shaped their
lives in the way in which they saw most accurate (Czarniawska, 2004). As the narrative
methodology continued to develop, the voices included in these narratives expanded. In
the social sciences, the narratives began to document the lives of those who had been
previously underrepresented in research and therefore not fully understood. This lead to a
critical look at power and how it played a role in society. Through the collection a
multiple narratives from underrepresented groups, the individual stories created a larger
picture of their relationship to society. Thompson (2000) likened the absence of
narratives to that of exploitive tourism whereby the researcher used their own
understanding of the social structures to interpret contemporary issues for the sake of
their own knowledge. No understanding of the actual struggles faced by the individuals
of that society was pursued, causing a guessing system that often painted an inaccurate
picture. Thus, the empowerment of oral history and narratives came from the process of
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gathering information directly from the members of a specific group. These individuals
told the researcher exactly what was happening through their own lives rather than
allowing the researcher to guess for themselves.
Narrative research can take on many forms and is not limited to one discipline.
Collecting narratives as a research methodology has become increasingly popular in the
field of education. The focus in the education field has been to empower educators and
students by given them a voice and allowing them to become part of the educational
research process (Gay, Mills, & Airasiam, 2011). Creswell (2012), pointed out that the
fact that narrative research can be used across multiple disciplines has created a problem
in coming to an agreement as to the procedural guidelines for such a methodology.
Though disagreement does exist, there are several factors that have made narrative
research designs become increasingly more popular in the education field. The emphasis
on teachers’ voices in research has been a driving factor to create more narratives.
Through the construction of narratives, it is better understood how teachers think and
feel, how they develop as professionals, and how they reflect and make decisions within
their classrooms (Cortazzi, 1993). Through this rising trend in the empowerment of
teacher voices, there follows an increased desire to empower student voices through
narratives.
Including student voice in research is an example of the empowerment of a group
of individuals that had previously had little input in educational research. The voice of
the student allows researchers to better understand the multiple intertwined structures that
play a role in a child’s educational experience. In addition to a new perspective on
education, Thompson (2000) also pointed out that narrative research can have numerous
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benefits for a youth participant. Narrative research in constructed in an environment that
requires discussion and collaboration. In this environment “children are helped to develop
their language skills, a sense of evidence, their social awareness, and mechanical
aptitudes” (p. 191). Thompson highlighted the reciprocity of narrative research in that it
is not only conducted for the benefit of the researcher, but also has multiple benefits for
the participants as well.
Despite little agreement on narrative research procedures, Gay, Mills and
Airasiam (2011) created a step-by-step process in which narrative research can be carried
out within the discipline of education. The focus of educational narratives should be to
better understand an educational issue, understand cultural differences with a school
setting, or understand the gap that exist in education for those who are most economically
disadvantaged. Once the topic has been selected, the focus then becomes on the
individual story or each participant. The narrative should be collected through in-depth
interviews and story-telling and be recorded in a chronological manner. In addition, the
context, time and place of the collected narrative should be included to create a better
understanding. The participant plays a key role in the narrative construction by helping
the researcher navigate through their story as well as validating the final product.
Gay, Mills, & Airasian (2011) outlined 7 steps in the process of collecting a
narrative for educational research. Throughout the process, they emphasized that is it
critical that the researcher and participants have trust in one another and that the
relationship between the two maintains an equality of voice. The 7 step are outlined as
follows:
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1. Identify the purpose of the research study, and identify a phenomenon to
explore.
2. Identify an individual who can help you learn about the phenomenon.
3. Develop initial narrative research questions.
4. Consider the researcher’s role (e.g., entry to the research site, reciprocity, and
ethics) and obtain necessary permissions.
5. Negotiate entry to the research setting in terms of a shared narrative with the
research participant. Narrative research necessitates a relationship between the
researcher and the participant more akin to a close friendship where trust is a
critical attribute.
6. Establish a relationship between the researcher and participant that is mutually
constructed and characterized by an equality of voice.
7. Collaborate with the research participant to construct the narrative and to
validate the accuracy of the story. (p. 400)
Once the narrative is collected then two outcomes are possible. The researcher can take
all of the stories, interviews and observations and create a narrative. The narrative is a retelling of the individual’s story and is the final product from which the research questions
are answered. This process is called narrative analysis. On the other hand, in analysis of
the narratives, the researcher collects multiple stories and them examines them for
themes. These multiple stories can be a collection of oral histories, interviews, and
written texts (Riessman, 2008). These general themes are then used to answer the
research questions. In either method of analysis, it is the voice of the participants that
ultimately shapes the way the educational issue is studied and interpreted.
Narrative research design is flexible in the way in which the narrative is collected.
In this way, narrative methodology can be used in a number of different studies. The data
collected can come from oral histories, storytelling, examinations of photographs, letters
writing, autobiographies as well as other collected text. Narratives can therefore be used
in conjunction with a Photovoice project in which the participant not only tells there story
through interviews and storytelling, but also are assisted by examining their photographs
they have taken as part of the project (Gay, Mills, and Airasian, 2011).
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Conclusion
The purpose of this chapter was to help situate the reader in the historical and
present day context of the Zambian education system. Once under British colonial rule,
education in Zambia has been through many transformations and while now an
independent nation, education still struggles to find a way to best serve the children and
youth of Zambia. The most recent restructuring came in the form of the Free Basic
Education Policy which eliminated tuition fees for all children up through grade seven.
While this policy did not address many of the concerns about the educational system (and
even created new ones), it was successful in dramatically increasing school enrollment
rates. Even though, there are still many children who lack access to education, as well as
number who have found access, but still face obstacles in fully benefiting from going to
school.
HIV/AIDS and extreme poverty have played a significant role in the obstacles
youth face when accessing an education. Poverty-stricken families often required their
children to work in order for them to meet basic survival needs. Families affected by
HIV/AIDS also often needed children to work to supplement income that was once
generated by the now sick parent. Those children who were not required to work for the
family, were faced with school fees in the form of uniforms, and books. These fees, while
nominal compared to the old tuition fees, were still high enough to prevent many from
accessing education. Those who were able to attend school, often find themselves in
schools that were not adequately equipped to meet their needs. Shortage of teachers and
curricular materials, deteriorating physical spaces, and a lack of emotions support at
school were just some of the issues that current research has addressed.
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The United Nations Millennium Development Goals were created to ensure
access to education for all children. While the Zambia government has taken steps to
reach this goal (in part by the elimination of school tuition), mere enrollment in schools
was not enough. Not all children who were enrolled in school would complete a full cycle
of education (which is up through grade 7) and those who did complete were not
guaranteed that the education they receive would be the quality they deserve. Critical
Development Theory pointed out that in an attempt to meet the UN Millennium
Development Goals, Zambia has become dominated by Eurocentric values. In order for
the country to develop there was a need to critically look at what development meant to
the country and begin to make changes within the educational system that valued local
knowledge and culture.
Critical education theory echoed this need to critically look at education. Mass
reproduced education models has created systems of oppression that deny people
acknowledgement of their own knowledge and measure success based on Eastern
ideologies. Critical education theory encouraged people to stand up against this
oppression through grassroots movements and in order to begin to make changes to local
educational systems that value local knowledge and culture. A methodology of such a
movement came through the participatory approach to documentary photography.
Referred to as Photovoice, this method allowed people to use their photographs to discuss
critical issues within their community and present these dialogues to policy makers who
could make the changes a reality.
Limited research on the educational system in Zambia did exist, but there was a
void in the literature: the voice of the youth. The youth were the ones at the core of the
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educational experience, yet their experiences were seldom discussed in research. Critical
theories acknowledged that since it was the youth, themselves, who were under
oppression, then it is they who need to begin the dialogue of change. This research used
participatory methodologies to allow the youth of one community school in Kalingalinga
to critically examine their educational experiences and suggest the ways education for all
could become not only a reality, but a reality that is beneficial to the youth of Zambia.
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Chapter III
METHODOLOGY
The relationship between the researcher and the researched will evidently be very
different from that of the traditional “experimenter” and subject
-Michelle Fine, 1994
Introduction
This study followed a participatory approach to Photovoice research design which
included narratives, photographs, filed notes, and interviews. The purpose of the study
was to add to the limited research already available on the access to education for
vulnerable youth and orphans in the Kalingalinga compound. Statistical data on
vulnerable youth education in Zambia as a whole, as well as data broken down by
province was available. There was not, however, data that specifically discusses the
educational opportunities of youth in the Kalingalinga compound.
The reports that were available were commissioned by the Zambian government,
other governments interested in Zambia’s education system, and various organizations
such as UNICEF. While each of these reports attempted to explain the situation of these
youth in Zambia, none have included the voice of these youth. It was important to
understand how their economic, physical and social situations affected their lives and
their education so that it was better understood how to help them. For that reason, this
study aimed to empower the youth to tell their own stories about their educational
journeys through the use of photographs and spoken narratives. The youth were also
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encouraged to use their own understandings to voice concerns and suggest improvements
within the educational system.

Description of Methodologies
This research employed a participatory approach, utilizing photographs,
narratives, field notes, and interviews. Within the participatory research, data was
collected through the use of participatory documentary photography (referred to from
here on out as Photovoice) and narrative methodologies. These methodologies resulted in
the collection of personal narratives from each youth as well as photographs from a
portion of the youth participants. The data received from both the photography and
narratives was then be combined to help the youth share their educational experiences.
Participatory research is at the core of this study. Freire (1970) created a picture
of the participatory research process by writing “the dialogue has a horizontal
relationship between the persons who are engaged in a joint search” (p. 45). Participatory
research removed the researcher from an authoritative role and allowed the community to
be part of the research process. This method of research was different than traditional
methods in that the researcher was no longer the one directing the research. Community
members (or participants) were given the authority to direct the study to examine the
issues they felt to be most important. Fine (1994) warned researchers wanting to do this
kind of approach that “ you have to be willing to hear what the co-researchers say even if
it violates what you think and what you want to hear” (p. 20). Gardner (2004)
summarized the participatory research approach as follows: “Participatory research
removed the distance between the objective observer and subjective subject and included
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the community being studied as an active participant in the research with the end goal of
empowering the community to create change” (p. 10). This study used Photovoice to
carry out participatory research. While the researcher asked the participants to stay within
the theme of “educational experiences”, how they chose to illustrate and interpret that in
their photographs was up to them.
Under the PAR methodology a branch specifically designed for youth was
developed. Cammarota and Fine (2008) defined youth participatory action research in
that it “provides young people with opportunities to study social problems affecting their
lives and then determine actions to rectify these problems (p. 2). They discussed that
through action research, youth were able learn about the injustices in their communities,
learning that they are not natural, and formulate solutions to change their realities. The
results of YPAR have the ability to change the way young people face obstacles. “Once a
young person discovers his or her capacity to effect change, oppressive systems and
subjugating discourses no longer persuade him or her that the deep social and economic
problems he or she faces result from his or her own violation” (p. 6). Cahill, Rios-Moore,
and Threatts (2008) further emphasized the power of YPAR through the inclusion of the
voices of people that are generally underrepresented in the research: “The political
potential of PAR lies in its intentional inclusion of excluded perspectives in the
development of new knowledge” (p. 93).
Photovoice
Choosing a methodology that provided the youth of Kalingalinga with an
opportunity to express their views in regards to education was an important part of this
research design. Photovoice was selected due to its participatory research format as well
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as its ability to capture a more detailed understanding of the youth’s story. Photovoice
allowed participants to share information that may be found too sensitive for traditional
interviews. The methodology allowed participants time and space to think about their
educational experience rather than forcing them to answer a series of interview questions
on the spot. It also served as a compliment to the narrative portion of the study as it
allowed the youth to expand their personal stories through their photographs.
Photovoice methods were first developed in 1996 by Caroline Wang and Mary
Ann Burris as a way to empower youth through participatory action research strategies
and to help to create change within a community. The use of Photovoice allowed the
youth to document both the strengths and concerns within their community, to promote
dialogue surrounding critical issues, and allow their voice to be heard by policy makers
(Wang, 2006). Wang explained that the use of cameras allowed people to capture the
everyday realities of their lives and the communities in which they lived. Their lives and
the struggles they face were then documented through photographs and then those images
could be used to educate policy makers. This method of Photovoice allowed for youth to
participate in both the research as well as the suggestions to officials that would help to
make the policy changes needed within a community.
In the Photovoice methodology, participants were asked to record the daily
realities of their lives through photographs (Wang and Burris, 1997). For this research the
theme of education was given to the participants and they were able to use their photos to
describe their educational experiences. They then used their photographs as an aid to
create a critical dialogue about the educational system and to suggest needed policy
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change. “When youth have the opportunity to engage in the kinds of participatory
activities that Photovoice entails – collecting information about their community,
interpreting this information, and using the information to influence community change –
“it can raise their consciousness and their spirit and move them to action” (Checkoway et
al., 2003, p. 22).
Narrative Research
The narrative portion of the research was collected as part of the critical dialogue
the youth created surrounding their photographs. They used the photographs to not only
tell the story of their community, but of their personal experience within that community.
The narrative method were used to gather any part of the youths’ personal story that they
find critical, but had not been able to capture on film. Creswell (2006) stated that the
narrative research design is “best for capturing the detailed stories or life experiences of a
single life or the lives of a small number of individuals (p. 55). Narrative research has
been used in multiple disciplines and has taken many forms. Creswell (2012) pointed out
that it was important to determine who would be recording the story and how in-depth the
story will be. For the purposes of this study, biographical narratives were created directly
from the youth’s dialogue surrounding the photographs and their supplemental stories.
While not intended to be full life record, these narratives encompassed as much of the
participants’ lives as they felt necessary to create a full picture of their educational
journeys.
For the purposes of this study, biographical narratives were collected. This
method involved collecting stories and experiences of a person’s life. Clandinin &
Connelly (2000) described narrative research design as flexible process that is constantly
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changing. In collecting biographical narratives, a variety of “field texts” are used to
compile on story. For this research, the field texts included taped interviews, field notes
from the researcher, and the photographs taken by the participants. Using a participatory
approach to the collection of the narratives was important because the voices of these
youth have not been well represented in research prior to this study. For that reason
critical analysis on the part of the participants was necessary to uncover the multiple
layers of the lives and educational experiences of these youth (Edel, 1984).
Research Setting
The research took place in the compound of Kalingalinga located in the capital
city of Zambia. Kalingalinga is an informal settlement that was categorized as an
unauthorized squatter community and therefore not officially recognized by the
government. However, for data analysis purposes, Kalingalinga and other settlements like
it were reported as constituencies in the census data for the 2010 report. The Zambian
National Census for 2010 reported that Kalingalinga compound contained 44,154 total
population in 8,714 households. Of the total population there was a close divide between
men and women with males making up 22,120 of the total population and women
representing 22,034. Age data revealed that a little under half of the total population was
under the age of 18, with youth representing 21,371 of the population. While not specific
to Kalingalinga, Mulenga (2003) reported that unauthorized compounds tended to have
even proportions of men to women, and be composed of a combination of the 72 tribes
represented in the Zambian population. Men tended to perform skilled labor such as
carpentry as means of income while women and youth engaged in trading at local
markets and household work. While demographic data was sparse for the Kalingalinga
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compound, it was clear that the livelihoods of the residents could be described as
dynamic and would be difficult to capture on a single survey.
The location was chosen due to a perceived high number of vulnerable youth who
were living below the poverty line and who had limited or no access to education. The
compound has been known for the high levels of poverty and little access to modern
amenities. Water could be found in a small number of private buildings and at pumps
located throughout the community. Electricity was also only common among the shops,
with most homes having no electricity. The sewer system was not available in the
compound, though some had cemented-in holes for restrooms, most families dug holes
and made walls out of thatching. Sanitation was also a problem as no waste management
system was in place. People threw garbage onto the land neighboring the compound
where it was burned. While this was not an uncommon practice, the location of this waste
land was the path taken to get to the medical clinic, meaning that community members
needed to walk over trash in order to get medical services.
The compound offered several food stands and stores for most of the basic needs
of the people and was within walking distance to a mall if residents were able to afford to
eat in a restaurant or go shopping. There were no medical clinics, other than the one at
the neighboring university. The compound offered a variety of schools for families
choose from including government schools, religious community schools, and non-profit
funded community schools. The resources and educational experiences at these schools
varied. Some of the schools offered free education, but require children to purchase
books and uniforms. Other schools required yearly fees to attend.
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This study took place at a community school named Grace School located in the
middle of the Kalingalinga compound. The school is run by two teachers who founded
the school in 1996. Together they teach nursery through grade seven and serve
approximately 300 children every year. The lower grades teacher, Mrs. Chikwanda,
teaches nursery classes through grade three while the upper grades teacher, Mr. Nkhoma,
teaches grades four through seven. In addition, the school serves approximately 10
students who have passed grade seven, but were unable to secure a place in secondary
school. Neither teacher has formal training as an educator, but they have previously taken
certificate courses. Grace School will be profiled further in chapter four.
Participants
The youth participants for this study were all either students at Grace School or youth
who had a connection to someone at the school. Twelve students were selected to
participate in the study (see Table 1). Five of the students were male and seven were
female. The ages of the youth participants ranged from 11 to 17 with the average age
being 13 years old. Seven of the students were in grade six, one was in grade seven, one
was passed grade seven, but was coming back for
Table 1
Demographic Data of the Student Participants
Student Name
Age
Grade

Lives With…

Leo*

13

6

Mother, Step-father

Yes, Single

Prince

11

5

Mother, Brother

Yes, Single

Benjamin*

14

Mother, 5 Aunts,
Cousin

Yes, Single

Beatrice*

13

Mother, Father,

No

Passed Grade 7

7

Orphan?
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Cousin
Grandfather,
Grandmother, 4
Aunts, 3 Cousins,
Brother

Yes, Double

Mother, Father,
Sister, 2 Brothers

No

Cousin, Cousin’s
Husband, 2 of
Cousins Children

No

6

Mother, Father,
Younger Sister,
Cousin

No

17

6

Aunt, Uncle, 3
Cousins

No

Masi*

14

6

Aunt, Uncle, 2
Cousins

Yes, Single

Diana*

11

6

Grandmother, Aunt,
Uncle, 2 Sisters, 5
Cousins

Yes, Single

Rebecca

12

6

Mother, Father,
Younger Brother,
Younger Sister

Chipo

15

Joseph

13

Rachel

14

Loveness*

13

Faith*

Not in School

6

Not in School

No

Student names with * indicate that student participated in the Photovoice project.

extra classes, and two were not in school at the time of the study. While not all of the
students were currently living with their parents, only one student was a double orphan
and five were single orphans.
Selection of these youth was through purposeful sampling to be sure to include
both youth who were not in school and as well as those who were attending school. It was
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important to have both groups represented to insure that the data contained examples of
struggles to accessing education, struggles within schools, and stories of success. As the
particular focus of this study was the educational success of vulnerable youth, all
participants who were not orphans, could still be categorized as vulnerable youth due to
the fact that they were living below the poverty line. The people of Kalingalinga come
from a variety of the 72 tribes that make up the Zambian population. No efforts was made
to include youth of varying tribes, as tribal differences were not the focus of this study.
There was also be no purposeful intent to represent all the schooling systems.
Kalingalinga offers government schools, private schools, and community schools, but the
distinction between types of access and educational quality of these schooling types was
outside the scope of this study.
Data Collection
Grace School was randomly selected based on their willingness to allow the
research to interrupt their classes as well as the teachers’ willingness to participant in the
study. (A complete sequence of events can be found in Table 2). Students in grades four
through seven were given a brief explanation of the study and were invited to participate
in initial interviews. The initial interviews were held outside of the school building.
Students sat or squatted on the ground and the researcher and research assistant sat in
chairs provided by the school. Students were told the reason the research was taking
place at their school and that participation was completely voluntary. Students raised
their hand when they were ready to volunteer for the initial interview and then called to
come sit on an empty chair next to the researcher. Each student was asked a series of
basic biographical information which took approximately two minutes per student.
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During the initial interviews students were asked the following basic biographical
information:
1. What is your name?
2. How old are you?
3. What grade are you in?
4. Who do you live with?
5. What is your favorite subject in school?
6. Are you interested in participating in this research and telling us more
about yourself?
The purpose of these questions was not to find out details about the students, but
to gage willingness to participate and give narratives. Only the names and notes on
willingness to participate were recorded. Many of the students became shy during the
interview and others decided that they did not want to participate. Through the short
initial interviews, ten students were selected who seemed eager to participate in the
research. The ten youth selected were given consent forms that were explained to them
(see Appendix A). Of the ten students, nine returned with permission to continue with the
study. In addition to the nine students who were selected, another student was suggested
as a potential participant by the students. At the time of the initial interview, this students
was not in school, but was called to start attending school again because they felt she had
an important story to tell. Three students who were not in school at any time during the
study were selected based on teacher recommendations. All three students had prior
connections to the teacher and were asked to come to the school to participate. Two of
the three out-of-school youth were willing to participate.
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Once the participants were established, in-depth interviews took place. Each
interview was attended by the researcher, an assistant that helped with translation as
necessary, and the participant. Participants were given the option to have another
participant join them in the interview, but all declined that option. All interviews were
recorded and the researcher took notes. Interviews took place either outside in the school
courtyard or in an open closet space located in the upper grade building. The interview
lengths varied from 20 to 90 minutes. The purpose of the interview was to gather
background information on each participant as well as allow them to become more
comfortable with the researcher and the researcher assistant. While the questions in the
interviews varied based on the interactions and the information provided, the following
questions were used as necessary to guide the interviews:
1. What is your name?
2. How old are you and what grade are you in?
3. Tell us about your family. Who do you live with? How many siblings do you
have? What do you parents (or guardians) do for work?
4. Tell us about your home. How long have you lived in Kalingalinga? How far
do you live from school? What is your house like?
5. Tell us about your school. What subjects do you study? What do you like best
about the school? Who pays for your school?
6. Tell us about your family’s education. What grade did you parents go to? Do
you have siblings who are in school?
7. What do you do when you go home? Are you involved in sports or church?
Do you have chores?
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8. Do you know any children who are not in school? If so what do they do all
day? Why do you think they are not in school?
9. What do you want to be when you grow up?
10. Do you have a role model? If so, who is it and why do they inspire you?
11. If you were a headmaster of a school what would you do differently?
Once these interviews were complete, students were given the opportunity to
participate in the Photovoice part of the study. Seven of the 12 students opted to
participate in the Photovoice project. Each of the students who chose to participate were
given a digital camera. Each student was given individual training on the camera and then
given time to practice around the classroom. Once they felt comfortable with the camera,
they were allowed to take it home and asked to bring it back when they had captured all
the pictures they had wanted to. Little guidance was given as to what the pictures should
be of. However, the participants and the researcher came up with general themes for the
pictures: (a) The pictures should show your life, (b) the pictures should talk about your
education both at school and at home, and (c) the pictures should show the things that are
good in your life as well as the things that make your life challenging.
Three digital cameras were secured prior to the study and were used for the
research. Students took the camera for a few days and then would return it. The camera
card was then downloaded to a computer and cleared and then another student would
check the camera out. Once all of the pictures were loaded on the computer, participants
looked through the pictures and explained why they took each picture. The significance
of the picture and what it represented was established by the participants. During this part
of the study, many of the participants choose to review their pictures in partners of in
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small groups. This was allowed as it generated a sense of security as well as a generated
rich conversation about the meaning of each picture. The researcher took notes during
this time and acted as a facilitator, however, all significance of the photographs was
created entirely by the participants. The conversations were also recorded with a voice
recorder. At the end of the study, participants were given prints of all their photographs
to keep for themselves.
The final phase of the study was to collect personal narrative stories. Each of the
participants had revealed much of their personal history through the interviews, but were
given an opportunity to re-tell the information as a personal testimony or story. Most of
the participants chose to do this in a group as they felt their fellow students would create
a supportive environment during the telling of sensitive information. Each student was
given a chance to hold the voice recorded and tell their story directly to the recorder. No
interruptions for questions or clarification was permitted. There were no guidelines to
what the story was about so long as it somehow tied to their educational journey. This
allowed students to connect aspects of their lives to their education that the researcher
may not have been able to connect. One student felt that her story became too sensitive
for the group and asked to stop. She continued her story the following day during with
only the researcher and the researcher assistant present.
Interviews with the two teachers were also conducted. Each teacher was
interviewed separately. Unlike the student interviews, these had less structure and
focused less on the personal narratives. Personal information about the youth participants
was not collected during the adult interviews as the researcher wanted to preserve the
integrity of each participants’ own narrative. The purpose of the teachers’ interviews was
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to gather background on the school and the general youth population of the community to
have a better context in which to place these narratives. The teachers were asked the
following questions as a guide to the interview:
1. How did you begin this school and why?
2. What is your own educational background like?
3. What do you see as successes for Grace School?
4. What are the challenges of Grace School?
5. What challenges do you see for the students in this community in regards to
their education?
Table 2
Sequence of Events for Research
Event
Procedure
Initial Interviews
• Familiarize students to the
research.
• Ask students to volunteer
to answer basic
biographical information.
• Select students one-by-one
to come and sit with the
researcher and answer the
questions.
• Record who was willing to
participate.
Select Participants

•

Secondary Interviews

•

•

Based on the initial
interviews, select students
who were willing to
participate and seem able
to communicate their story.
Invite the selected
participants to tell more
about themselves and their
education.
Give parental consent
forms to each student to be
signed prior to interview.

Participants
• All 4th-7th
grade
students
• Researcher
• Research
Assistant

•
•

Researcher
Researcher
Assistant

• Selected
Participant
s
• Researcher
• Research
Assistant

Timing
Each student
get two-three
minutes of
interview
time.
The initial
interviews
took place
over two days.
Approximately
two hours
each day.
Two hours

Approximately
two
interviews
took place
each day over
a six day
period. Each
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•

•

•

Photovoice Project

•

•

•

•
•
•

•

Narratives

•

•

Selected one student at a
time to move to a semiprivate space to conduct
interview.
Introduce the audio
recorder and explain that it
will be used to transcribe
what is said in the
interview.
Uses guiding questions to
conduct the interview, but
allow conversation to
naturally develop.
Students who selected to
be part of the Photovoice
project are given a camera.
They are trained on how to
use the camera and do test
shots.
Students take the camera
into the community and
take photos.
Camera is returned to the
researcher.
Photos are downloaded
onto a computer.
Student discusses each
photo explaining its
significance.
Notes are taken and the
conversation is recorded.

Students congregate in the
back of the room in a small
group.
Each student takes a turn
holding the audio recorder
while telling a story about
their education

Data Analysis

interview
lasted 30-90
minutes each.

• Selected
Participant
s
• Researcher
• Research
Assistant

Training on
the camera
took
approximately
five minutes
per student.
Students then
each were
given one-two
days to take
the camera to
take pictures.
The discussion
of pictures
took 20-45
minutes
depending on
the number of
pictures
taken.

• Selected
Participants
• Researcher
• Research
Assistant

Narrative
story
collection
took place
over two days.
Each student
takes 5-30
minutes.
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Voice recordings from the interviews and the personal narratives were
transcribed. While all interviews were conducted in English, at various points during the
interviews, the participants felt better able to express themselves in their native language.
The researcher assistant translated these moments as they were happening. This allowed
for the voice recording to have an English translation as well as allowed for the
participant to check that the translation was accurate. Only the English portion of the
voice recordings (including the translated parts) were transcribed. Once transcribed, the
transcripts were coded for themes. An example of the coding can be found in Appendix
B.
Photographs from the Photovoice portion were saved on a secure computer. A
separate folder was created for each one of the participants to store their photographs.
The participants themselves analyzed the photographs and described their meaning. This
information was recorded both through handwritten notes and through voice recordings.
Since the purpose of this study was to allow the youth to tell their own stores, it would
have been contradictory for the researcher to further analyze the meaning of the photos.
The researcher, however, examined the sets of photos as a full collection to look for
similarities in their stories. Once the interview and narrative data was coded into themes,
the photographs were matched to help support the data in those themes.
The final section of the study, the advocacy piece, was again be taken from taped
conversations with the youth participants. Suggestions of the changes that need to occur
to make education more accessible for all students was compiled and sent to the
participants. They had a chance to look these over to make sure their voice is being
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accurately represented. This data will then be shared with the Ministry of Education
members who approved this study.

Protection of Human Subjects
Protection of the youth participants as well as the people of Kalingalinga needed
to be observed at all times. The IRB at the University of San Francisco granted an
exemption status (see Appendix C) This is due to the fact that the study was too small to
be generalizable outside of the studied community and, therefore, does not meet federal
guidelines for research defined as: "Systematic investigation, including research
development, testing and evaluation designed to develop or contribute to generalizable
knowledge." (United States Federal Regulations, 2009). Despite this exemption status, it
was still important to protect the participants’ confidentiality. In addition, in order to
interview youth in Zambia, permission must be granted by the Ministry of Education.
This consisted of a proposal of study, and a plan of action once data was collected.
Special permission to interview youth who are orphans needed to be obtained at the same
time. This process was completed in person at the Ministry of Education Office in
Lusaka. Deputy Agripa approved the research in Kalingalinga and provided a letter of
introduction for the researcher to take to the schools (see Appendix D). This letter
allowed the schools the knowledge that the Ministry had approved the research.
In addition to approval, special care was given to keep the data secure.
Participants shared personal details of their lives which often included illness, loss of
parents, and financial status. The interviews were recorded and notes were taken. All
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notes were coded as to not connect the names with the information they provided. The
recorded interviews and photographs that the participants took were downloaded onto a
secure computer that only the researcher had access to. Since this study took place in an
impoverished community, cultural sensitivity was of upmost important and local
Zambians had an opportunity to review the study prior to being submitted.
Summary
The study took place over the period of one and one half months. During that
time, a partnership with Grace School was established and this connection was used to
obtain the 12 youth participants as well as the two adult teachers who contributed to the
research. The youth that were selected represented four school grades levels, a variety of
ages and both males and females. Ten of the participants were attending Grace School at
the time of the study, while two were not in any educational facility at that time. The
youth participants were all classified as vulnerable youth due to their economic status, but
also included youth who were single or double orphans.
Initial interviews to collect biographical information were used to select the 10
youth participants from Grace School. Formal interviews and narrative story collection
followed. For those students who participated in the Photovoice element of the research,
training on camera usage was given, and participants were given several days to capture
their photographs. No parameters were set as to what the participants could photograph,
so long as they felt the picture was related to their educational experience.
Once the photographs were taken, they were downloaded onto a computer as well
as printed. The printed copies were given to the participants to keep, while the computer
format was collected for the research. Participants all had opportunities to discuss each
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photograph that they took to explain the significance to their educational experience.
Educational experiences that were not captured through photographs were collected
during the biographical narratives. All conversations were recorded with a voice recorder
to enable transcriptions. Once transcribed, the narratives were coded for themes and
complied. Analysis of the individual photographs and individual narratives was left solely
at the discretion of the participants. The researcher only conduct analysis as a collective.
Photographs were examined as a collective group to look for themes in regards to
education. Narratives were also be coded and then examined for themes.
The final component to the study was the collection of ideas from the participants
regarding policy change in education. These ideas were compiled into a report and then
given to the participants for review. The suggestions will be given to the Ministry of
Education as part of the advocacy fulfillment as well as the requirements of the Ministry.
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Chapter IV
FINDINGS
Introduction
This study explored youth perceptions of their educational experience through
participatory approaches to narratives and Photovoice methodologies. The youth shared
their personal stories about the successes and struggles they faced while navigating
through the schooling system in Zambia. At the time of the research all of the youth
participants were either attending Grace School in Kaingalinga or not going to school, but
living near to that school.
To answer the study’s three research questions, data was collected through
interviews, personal narratives, and photographs taken by seven of the participants.
Interviews and biographical narratives of 10 students of Grace School and two youth who
were not attending school were collected. In addition, interviews were collected from
both the lower and upper grade teachers who run Grace School. Of the 12 students who
participated in the narratives, seven of these also participated in the Photovoice part of
the research. The data from all sources was coded and analyzed using a coding system
developed for this study. Patterns in the data became themes which helped to answer the
research questions. Transcripts were read through several times to discover emerging
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themes. Colors were assigned to each theme, and then transcripts were highlighted in the
color as they reviled the theme. In order to deconstruct the themes further, abbreviations
were written in the margins to indicate deeper level within the theme. An example of this
coding can be found in Appendix B.
Patterns in the data became themes which helped to answer the research
questions.
The profiles of all participants in the study are provided below which highlight
the individual’s background and relevant information for the study. Students with a
profile picture participated in the Photovoice portion of the study. Pseudonyms were
assigned to each participant by the researcher. Following the participants’ profiles are the
responses to the research questions organized by emerging themes. A profile of Grace
School was also included so as to better understand the educational setting for this study.
Profile of Grace School
Grace School was established in September 1996 as one of the first community
schools in Kalingalinga. Situated in the densely populated compound of Kalingalinga, the
school was established in order to create an educational space for children who were
unable to secure a place in a government school. The area in which the school is located
has a high level of poverty and most parents make less than $30 US a month. The
founders of the school are the current teachers: Mr. Nkhoma and Mrs. Chikwanda. The
teachers approached a local church and asked if they could use a portion of their
buildings to start a school. The church was willing to loan them the space, and Grace
School began. In the first month, Grace School only enrolled three children. The
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community was not supportive of the school, but the teachers refused to give up. There
were a few other schools that had larger numbers, but Mr. Nkhoma states that, “we were
providing something of quality” and it was not a competition.
By the second month of school, the number of enrolled students grew from three
to 25. When they first started, the intentions were just to prepare the children for
government school in a way that they would be successful and not find difficulties when
they started. For that reason, they originally only offered nursery and grade one.
Unfortunately, they found that some of their students had started school at too old of an
age and did not have a chance to attend government schools after grade one. Slowly, they
opened up more grades until they reached grade four. After the students would reach
grade four, they would send them to a partnering school that would take them up until
grade seven. Unfortunately, the partnering school eventually shut down, and the teachers
found no other choice but to offer all grades up to grade seven.
Through their hard work over the years the community began to show them more
support and eventually embraced them. At the time of the study, they had enrollments
that reach as high as 400 children a year and they continued to serve some students who
pass grade seven whom were unable to find a place in the secondary schools. While the
number of students is often unmanageable and the resources are little, both teachers are
happy about the growth the school has found. Their aim was to provide a place for
vulnerable children to access education and they feel that is what they have done. Now a
well-established school within the community, Grace School is a government recognized
community school that aims to uphold their vision:
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Our vision is to be a channel for the development of the vulnerable and less
privileged in society for them to crossover to the economic opportunity through
democratic cultural, social, economic and environmental advanced livelihood.
In addition to the vision statement, Grace School aims to meet the following specific
objectives:
•
•
•
•
•
•
•
•
•
•

The provision of access to education for the underprivileged children and
orphan in society.
The provision of entrepreneurship skill training to youths.
The creation of an equitable gender balanced HIV/AIDS free community.
The provision of HIV/AIDS awareness campaigns counseling and
sensitization.
The provision of capacity building support initiatives.
To venture into agricultural production / marketing to improve the food
security for vulnerable children and youths.
Undertaking revenue generating ventures to support the running of the project.
The provision of literacy education for the adult.
To support the vulnerable children and orphans with resources up to the
college level.
The co-ordination of activities with other partners with similar objects.

The extent to which each of these objectives was being meet was not the aim or
within the capacity of the research. However, examination results were acquired for the
2010 and 2011 school years on the seventh grade examination. This examination is
administered by the Ministry of Education of Zambia and is a requirement for all students
wishing to enter secondary education. In 2010, Grace School sent 22 students to write the
exam. Of those 22, only two students did not pass. Similarly, in 2011, Grace School sent
42 students to write the exam and out of those students, again only two did not pass.
These result indicate that learning is taking place at the school and that the school is able
to provide education for the vulnerable youth of Kalingalinga that will prepare them to
enter into secondary schooling.
Profiles of Participants
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The participants with an attached profile picture are the students who participated in the
Photovoice component of the research.
Leo
“My Mom wants me to learn because she doesn’t want me to go the way she was. She
wants me to be a better person. Education will make me better.”
Leo is a 13 year old boy. He has been a student at Grace School since the first
grade and is now is in the sixth grade. In 2012, he was the top of his class on the final
grade five examinations. Leo lives with his mother and step-father. He is the only child in
his family. His biological father passed away before he was able to meet him. Leo sells
freezies (ice pops) when he is not in school to earn extra money for the family. Leo is
often responsible for cooking dinner when he gets home from school since his father
works in a bar at night and his mother commutes two hours to work each day to clean
houses. The home he lives in is small and he sleeps in the sitting room. He has no toys at
home and has never used a computer. He hopes to be a doctor one day because he wants
to help people. He says, “I see them as my moms and my dads or my brothers, so I want
to help them.”

Figure 2: Profile Picture of Leo
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Benjamin
“Free education is from grade 1 to grade 7.”
Benjamin is a 14-year old boy. He started at Grace School in the fourth grade and
graduated from the seventh grade in 2013. His scores on the final exams allowed him to
be accepted into a local secondary school for eighth grade. Unfortunately, his family did
not have the finances necessary to send him to secondary school and he was not able to
continue with his education. One of the teachers at Grace School offered to tutor
Benjamin in seventh and eighth grade material for free in order to help him keep learning.
Benjamin now goes to school five days a week voluntarily so that he can keep up with
and not forget what he has already learned. He also recently moved out of the
community, meaning he now takes a 45 minute bus ride each way in order to get to the
school. He hopes that by continuing to study, it will help him secure a place in a school in
case he is able to find a sponsor who can pay for his education. Benjamin lives with his
mother, five aunts, and a 10 year old child. His father passed away and now the family
supports themselves through a small hair salon that the mother and some of the aunties
own. Benjamin is heavily involved in church and a championship football team. When
asked about his goals for the future, he says that wants to get an education, go to college
to study tourism, and then work in a game park as a tour guide.
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Figure 3. Profile Picture of Benjamin
Beatrice
“If you don’t pay, then they send you back home.”
Beatrice is a 13 year old girl in the seventh grade. She has been attending Grace
School since baby class and is now often left in charge of her class when the teacher is
busy helping other grades. Beatrice lives with her mother and father, both of whom are
employed. She also shares her home with a cousin. She and the cousin sleep in the sitting
room and the mother and father have a bedroom. Beatrice has two brothers, but they live
in a village with other family members. Beatrice and her family moved to Kalingalinga
when she was young because the family could not support themselves in the village. The
father got a job in the city and so the whole family moved. The family recently moved to
a new home, but Beatrice wanted to finish seventh grade at Grace School so she now
walks 40 minutes to school each day. Beatrice shared several stories about times when
she could not attend school for several weeks due to lack of money. She also disclosed
that she had a “dream school” that she had wanted to go to for secondary school, but
knew it was not an option because her family could not afford it. She hopes to be a nun
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and an accountant when she gets older. “I want to help people who are not close to Jesus
and I would love to serve people’s money and help improve the country.”

Figure 4. Profile Picture of Beatrice
Loveness
“When I came to this school in grade two I didn’t know how to read and now I know”.
Loveness is a 13-year old girl in grade six. She started at Grace School in second
grade and is now in grade six. Loveness lives five minutes from school with her mother,
father, younger sister, and cousin. Her mom is a maid in a neighboring community and
her dad is a brick layer. Her younger sister goes to a community school in the same
community in which the mother works. Church is a very big part of Loveness’s life. She
loves to sing and hopes to join the praise team when she turns 14. Lovness loves going to
Grace School and hopes to one day be a math teacher. For the time being, she spends her
time studying and teaching others in her community. She conducts class for three
children in her neighborhood when she is finished with her own school work. The
challenge that she faces, however, is the ability to afford school consistently. Sometimes
the family does not have money to pay for school, and she has to stay home.
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Figure 5. Profile Picture of Loveness
Faith
“I would tell her to pay, but she would say that there was no money. But all the other
children are in school and she pays for them.”
Faith is a 17-year old girl who is in grade six. She has been attending Grace
School intermittently since fourth grade. When Faith started at Grace School in fourth
grade, it was her first experience in school. Prior to that she had lived in a village where
she lived with her mother, father, and four siblings. None of her siblings went to school
since the school was too far from where they lived. Both her mother and father had no
jobs. Her aunt called her to come to Kalingalinga two years prior in order to send her to
school. Due to her older age, when she arrived at Grace School she was placed in fourth
grade. When she started she did not know how to read or write and says that her reading
and writing has improved a little, but it is still very difficult. She often misses school
because the family says there is no money to send her. At the time of the study, Faith had
just started coming back to school after a five week absence. She was frustrated that the
cousins she lives with where all being sent to private schools, yet her cousin could not
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pay the small amount for her school. Despite having no money, Faith still comes to
school because she wants to learn. She will not be able to take any of the tests needed to
advance, however, until she pays. She hopes to one day learn how to read and write and
become a chef.

Figure 6. Profile Picture of Faith

Masi
“My friends are advancing and I am lagging behind because I have to stay home.”
Masi is a 14-year old girl who is in grade six. Her education has not been
consistent as she is forced to spend time at home due to lack of financial resources.
Masi’s trouble in school started in 2007 when her mom passed away. Her father quickly
remarried and the new step mother did not treat Masi and her sibling well by beating
them and not feeding them enough. Due to unfair treatment at home, Masi moved in with
her grandparents in 2009. She had missed a lot of school at that point and was forced to
repeat a grade. At the end of 2009, however, her grandfather found enough money to
send her to Kalingalinga to live with her aunt. After several months at home, she was able
to start at Grace School, though she again was forced to repeat a grade. The aunt who she
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lives with is not able to pay the school fess, however, and she is frequently being kicked
out of school. At the time of the research, she was not in school, but showed up the final
week. When asked how she managed to get back in school, she said she had found 2
kwatcha on her own and had given it to the teachers as a “down payment” until she could
find more. Masi is determined to go to school even if her family cannot pay for her
because she finds it upsetting to see her friends advancing their education while she is
forced to stay home and not learn.

Figure 7. Profile Picture of Masi

Diana
“I love school very much!”
Diana is an 11-year old girl who is in the sixth grade. She started at Grace School
when she was in the baby class. Diana was a student at Grace School from baby class
until grade three. During her third grade year, she was kicked out of school for not being
able to pay fees. Her grandmother was upset and decided not to send her back to school
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for two years. After the two years, the grandmother found a new school for her to attend.
Since she had been out of school for so long, the school made her go back into the grade
two class. A few months into her attendance at the new school, however, the school
decided to close due to lack of funding. Not wanting to stay home again, Diana began
asking her friends for advice. They recommended a local non-profit that was sponsoring
some children to go to school. She took the initiative to go to the non-profit and tell them
her story. They decided to give her the sponsorship she was requesting and she was reenrolled at Grace School. She has been attending Grace School consistently since grade
four thanks to the financial sponsorship of the non-profit. Diana hopes to become a
doctor one day so she can help people like her grandma who she lives with.

Figure 8. Profile Picture of Diana
Prince
“I want to be like Pastor Mumba because I like him and he gives old people meali meal.”
Prince is an 11-year old boy. Prince is in the fifth grade and has been attending
Grace School for two years. Prior to attending Grace School, he had been a student at a
government school in Kalingalinga. Prince is a single orphan whose father passed away
“a long time ago”. He lives now with his mother and older brother. His mother works as a
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maid in a neighboring community and his 23-year old brother is attending school in a
community approximately 45 minutes away. Prince has a large house compared to many
of the homes in his community. His home has three bedrooms, meaning he, his brother,
and his mother all have their own room. While finances did not seem to be a struggle for
Prince in terms of him being able to attend school, he said that many days he has to skip
meals because no one is at home to cook for him. Prince hopes to be a pastor one day
because he loves church.
Chipo
“Nima mvela mushe nika yenda kusukulu, osati kunkala che panyumba.”(If I go to
school and don’t stay home, I feel good.”
Chipo is a 15-year old boy. He started at Grace School the last week the
researcher conducted interviews. Prior to that, Chipo was not attending school. He said
that he had gone to a community school in a neighboring community at one point, but the
person who was providing money for his transportation left town so he had to drop out.
Chipo has been a double orphan since 2008. He lives with his grandfather, grandmother,
four aunts, three cousins, and one brother. Two of the boys who he is living with go to
school, while the other two do not. He was not sure why they were not in school, but
thought that one of them may be starting again soon. Chipo discussed a lot about how the
wrong friends can influence children to not go to school. He said many children who are
not in school steal and do bad things, but that he didn’t want that for his life. He believes
education will make him grow up and give him a better future. Chipo hopes to be a
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soldier when he gets older. For now, he is happy to be back in school, but fears that he
may not be able to pay for school for very long.
Joseph
“I don’t play around outside because most kids have bad manners. The friends you have
influence you to make bad choices and that affects school.”
Joseph is a 13-year old boy who is in sixth grade at Grace School. He started at
Grace School when he was in the third grade. Prior to that, he attended a government
school for grades one and two in a different community. Joseph lives with his mother,
father, two brothers, and one sister. His mother goes door to door selling fish and his dad
is a security guard. At the time of the study, he was the only one of his siblings who is
going to school. His sister was too young to start school, and his parents could not afford
to send his younger brothers to school. His mother is able to pay for Joseph to go to
school, but the father (for reasons unknown to Joseph) refuses to pay for him. Joseph has
two friends who are not in school, but he chooses not to play with them much. He says
that the children who do not go to school are making bad choices and he does not want to
allow them to control him. Since the family has no toys at home, he spends his spare time
doing chores around the house, cooking dinner every night, and reading. Joseph has a
uniform and wears it to school every day because he is very proud of it. He hopes to be a
doctor when he gets older so that he can “take care of people and make them well again.”

125

Rachel
“Sembe ndalama yenzeliko, bakulu banga banga nil eke kuyenda ku sukulu, manje
chamene chinga vutu ni muntu wo sebenza banyumba.”(If there was money, my cousin
might let me go to school, but they would need to find someone to do the chores at
home.)
Rachel is a 14-year old girl. She moved to Kalingalinga in December 2012, but at
the time of the study was not in school. She lives with her cousin, her cousin’s husband,
and their two children. Both adults in the family work in low paying jobs. Rachel was
called to live with her cousin so that she could help take care of the children. Both
children go to school half-day, so it is Rachel’s responsibility to make sure that they are
dropped off and picked up on time. When the children are in school, she is responsible
for taking care of the household chores including cooking, washing the clothes (by hand),
and cleaning the house. Rachel’s mother and father live in a village with her five younger
siblings. When Rachel lived in the village with her family, she was in school until third
grade, but she then had to drop out because the family had no money. Her family
practices polygamy, so her father has two addition wives and four other children. All of
them live in the village together. Of the father’s nine children, three go to school at a
community school in the village. Many of the others are too young to attend. Rachel feels
envious of her friends that go to school while she has to stay home.
Rebecca
“I bring my baby brother to school with me every day. I tell him not to make noise and he
doesn’t”
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Rebecca is a 12-year old girl in grade six. She has been a student at Grace School
since the first grade. Like many of her classmates, however, she has been out of school
many times when her family could not afford to pay the fees. During the research,
Rebecca was coming to school with her 4 year old brother. She said that she brought him
to school every day because there was no one at the house to watch him. Her mother
worked as a maid and her father worked as a caddie at a golf course. The brother was old
enough to be attending Grace School’s baby class, but the family could not afford the
fees. Rebecca also had a younger sister who was a student in the grade 2 class. The
family did not have enough money to send the younger sister to school, so she took on
the task herself. She saved every coin she was given or found until she could pay for the
school fees on her own. Rebecca’s biggest wish is that her younger siblings could go to
school without worry. She hopes that one day this wish will come true. In the meantime,
she does her best in school. She wants to be a lawyer to help those who are wrongly
accused.
Mr. Nkhoma – Upper Grades Teacher at Grace School
“This all started with three children. I still remember their names”
Mr. Nkhoma is the only teacher for grades four, five, six, and seven at Grace
School. In addition, he has a group of 8-10 students who could not afford to attend
secondary school which he tutors privately. Mr. Nkhoma says that education has always
been inside of him. Early on in his own education, he would help other students learn to
read when the teacher was not around. He grew up in a time in which teachers had
frequent strikes, and it gave him the opportunity to examine the educational system in
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Zambia. He found it unfair that children were suffering because there was no one to teach
them. He did, however, find inspiration from many of his teachers. He remembers being
impressed at how some of his teachers would be so motivating and talk about real
situations even though there were no resources like books. He knew that one day he
wanted to start his own school in his own community to help those children in need.
Through the partnership of Mrs. Chikwanda, they were able to start Grace School with
only three children from the community. At the time of research, the school enrollment
had grown to around 350 students. He says that even though it is very difficult, the
passion is what keeps him going: “You need to be able to speak for those who cannot
speak on their own”. In addition to teaching, he coaches a football team and runs a small
business to help pay for the school building rental. Mr. Nkhoma has no children of his
own because his responsibilities have left him little time for a social life. He says that he
is trying to focus on his social life a little more and recently got engaged. He plans to be
married next year.
Mrs. Chikwanda – Lower Grades Teacher at Grace School
“My father died when I was in grade seven. So I was an orphan. That is why I started this
school; to help out those children who are in need.”
Mrs. Chikwanda teaches the baby class as well as grades one, two, and three. She
is the co-founder of Grace School which began in 1996. Like many of the children who
attend Grace School, Mrs. Chikwanda lost one of her parents when she was young. The
loss of her father, also meant the loss of her educational opportunities. Being supported
by only her mother, there was not enough money to help her continue her education and
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she was forced to drop out of school by grade eight. Though she herself never was able to
finish her education, she wanted to make sure that the children in her community were
not denied the opportunity. She opened Grace School as an opportunity for children who
could not gain a place at one of the local government schools. She says that although the
government schools are free (to some extent) they do not have enough space to offer
education to all of the children in Kalingalinga. Grace School started by only offering
classes up to grade four, but they soon realized there was a need to expand the offering up
to grade seven. Mrs. Chikwanda has two grown children and has been a widow for
twenty years.

Figure 9. Profile Pictures of Mr. Nkhoma and Mrs. Chikwanda

Research Findings
The remainder of this chapter focuses on the findings of the study. The narratives
of the student and teacher participants were transcribed and coded for themes. These
themes where then used to answer the three sub research questions of the study. Due to
the commonalities found in answering research questions one and two, they were
combined so as to avoid redundancy. The first two research questions were divided up

129

into two large categories of successes and challenges. Within the category of challenges
emerged the following themes: (a) Lack of material resources, (b) lack of financial
resources, (c) lack of parent support, and (d) illness. Within the category of successes the
following themes emerged: (a) Grace School, (b) friend and family support, and (c)
extracurricular activities. For the final research question in system changes, the following
themes were found: (a) Shortage of teachers, (b) physical building changes, (c) materials
and resources, and (d) support for vulnerable children (See Table 3)
Research Questions #1 and # 2
To what extent do the Zambian student narratives and photos provide personal
accounts about schooling, community, and educational challenges and successes?
What social and economic factors such as poverty, HIV/AIDS, and limited school
resources impact the educational experiences of the youth in Kalingalinga?
Challenges
Research questions number one and two resulted in similar answers in regards to the
challenges that the youth faced in their educational pursuit. For that reason, the outcomes
of the study for those two questions were combined. To find out what challenges the
youth faced they were asked the question: “What challenges do you face in going to
school?” The question lead the youth to discussions about the challenges, but they also
uncovered more challenges in their narrative stories. The challenges that they faced
almost all could be tied back to economic issues. These economic issues can be divided
into three themes: lack of material resources, lack of family support, and lack of financial

130

support. There also were several participants who talked about an illness both of their
own or of a family member which presented a challenge to going to school.
Lack of Material Resources
When it came to material resources, the youth and the teachers addressed a
number of concerns. Many of the concerns revolved around material objects that the
participants believed necessary to have a quality education. These items included school

Grace School
Friend and family support
Extracurricular activities

Shortage of teachers
Physical building changes
Materials and resources
Support for vulnerable children

•
•
•

•
•
•
•

• Lack of material resources
• Lack of financial resources
• Lack of parent support
• Illness
Successes:

Challenges:

Themes

facilities, textbooks, general

What systemic changes are suggested by the youth of
Kalingalinga in order to make education more accessible for
other vulnerable youth?

Questions # 3

What social and economic factors such as poverty, HIV/AIDS,
and limited school resources impact the educational experiences

To what extent do the Zambian student narratives and photos
provide personal accounts about schooling, community, and
educational challenges and successes?

Questions # 1 / # 2

Questions

Research Questions and Themes Which Emerged from the Data

Table 3
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home environment and included lack of living space, toys and food. Many of these
material resource concerns were captured in the photographs that the students took as
well their narratives.
In regards to the lack of material resources in school, both the students and
teachers came up with a large list of concerns. This list included a lack of the following
items: desks, chalkboards, basic school supplies such as pencils and notebooks,
textbooks, uniforms and space (the actual school building). Almost every participant
stated that the lack of materials was a concern. Further discussion of these material
concerns can be found later in in the chapter in the section on system changes.
Many of the students at Grace School and in the Kalingalinga community as a
whole, live with large families in relatively small homes. Several of the participants
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mentioned their living situation in their narratives. While none discussed the living
conditions as a direct challenge to their education, they did mention that it was often hard
to study or get a proper night’s sleep when they had to share their space with so many
other individuals. Diana was one such student who discussed her living conditions. Diana
shares a home with 11 other people including her grandma, aunt, uncle, and several
cousins. There are two bedrooms in the house, but Diana does not sleep in one of those
bedrooms, but rather shares the sitting room with three other family members at night.
Diana documented the home that she slept in through her photographs (see Figure 10).
Diana’s sleeping situation is not unique within the community. Loveness shares
her house with both of her parents, two of her siblings and two cousins. All of the
children sleep in the sitting room. In an attempt to help show her living conditions,
Loveness captured photographs of her family’s shower area located outside of her home
(see Figure 11). Masi considers herself to be lucky because in her house there are only
three children and two adults. The adults have their own bedroom and the children sleep
in the living room. Beatrice also discusses sleeping the sitting room at night during her
narrative.
I live with my mom, my dad, and my cousin. I have a brother, but he does not live
with us. Our house has two rooms in it. Mom and dad sleep in the bedroom and
my cousin and I sleep in the sitting room.
While the sleeping arrangements that the four girls discussed were not abnormal for that
community, they still posed a problem when it came time for them to study or do
homework. They mentioned that it was difficult to get work done because there was also
so much activity in the home and there was nowhere for them to go to have quite time to
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focus. Many of the participants did not mention their living situation while others like
Prince and Leon mentioned that they had their own bedrooms.

Figure 10. Diana’s sitting room where she sleeps

Figure 11. Loveness’s outdoor

shower
Joseph and Leo brought up in their narratives that they did not have toys or
electronics in their homes. While this lack of toys and technology was not brought up as
an educational challenge, they did feel that it was a challenge for them as children.
Joseph stated that if he could make the school better he would do so in part by providing
the children necessary items such as books, clothes and toys. He then got a sad look on
his face and said, “Some kids at this school do not have toys.” Joseph, himself is one of
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those children who does not have toys at home. “I do not have toys at home, so I just sit
around.” While talking about his home life, Leo said that at home he plays outside a lot
because he does not have toys. Later on in his narrative he began listing all the other
subjects he was studying in school. Among the six subjects that he mentioned was the
class “Creative and Technology Studies.” When asked what he learned in that class, he
said he has learned how to make cloth. He was then asked further about how that was
technology. He responded by saying:
I cannot learn about computers because we don’t have one at school and I don’t
have one at home. I have never used a computer. I also don’t have a TV or any
video games. My parents have cell phones and I know how to use those.

Lack of food was also a theme brought up by several of the students as well as the
teachers at Grace School. When Chipo was asked if there were any challenges to being an
orphan he responded by saying, “There are not resources to buy clothes and shoes cause
we don’t even have enough money to eat. That makes me feel bad.” Other participants
brought up similar concerns with food. Prince talked about not having food, but his
situation was a bit different. Instead of not having money for food, Prince just did not
have someone who could cook the food for him. “I don’t eat lunch because there is no
one to cook for me. I just go home and play football and read.” Diana said, “At home
there is not enough food to eat. Sometimes they don’t have food for the morning so that
affects me at school.”
The lack of food at lunch was observed daily during the study. While some of the
students brought a lunch to eat, others stayed at the school during the lunch time and
watched the others eat. Some students used the lunch time to play games outside while
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still others who lived close took that time to go home. Since none of the students were
followed home at lunch, it is unclear if the ones who went home ate while they were
there. Mr. Nkhoma further discussed lack of food during his interview. When asked about
the challenges the students face he said:
Financial problems. Financial is the root cause of everything. Some students come
to school and complain that they didn’t eat, but that is money. Us teachers
sometimes have to buy food for the kids who do not eat breakfast.
Lack of Financial Resources
The most common theme in the challenges to education came in the form of lack
of financial resources. Every one of the participants, both students and teachers,
mentioned financial needs as a barrier to education in some form throughout their
interviews and narrative. Government schools are supposed to be free in Zambia up
through grade seven, but there are several factors that prevented the youth at Grace
School and many other youth like them from attending government schools. The most
common factor was the fact that families could not afford to send their children to
government schools. While education is free, children are required to wear school
uniforms and school shoes, buy general materials such as notebooks and pencils, and
often times buy textbooks. These costs add up and make “free education” unattainable for
some families. Another reason why free government education was not attainable for
many of the youth was the lack of space. Some students do not find a space when they
are young, while others who have started their educational journey late in life were
simply not accepted. Mrs. Chikwanda explained:
There is not enough room for everyone in government schools. There are only
two schools in this compound. Each school will take 500 kids for grade one. That
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means that only 1000 kids will have a place in government schools. They select
children who know how to write the alphabet and numbers. They also must be
eight or nine years old. The rest have to find community schools.

While community schools such as Grace School are not free, they are often the
only option parents have. Because these schools usually do not require uniforms or
textbooks, the only fee is the monthly tuition fee which varies by school. For Grace
School the monthly fee is 25 kwacha (approximately $5 US). Many of the photographs
taken by the students displayed the level of poverty they were living in. They used the
photos to discuss the small living spaces, and lack of resources they faced both in their
home and the community in general. Benjamin was the only student to capture any of the
marketplace. The type of small markets displayed in Figure 12 is where many of the
parents of the participants work.

Figure 12. Benjamin’s photograph of a Kalingalinga market

For students like Chipo, paying for school is a challenge. As an orphan, he does
not have parents who can support him financially. Chipo lives with family, but there are
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many children to take care of in the family he lives with, so there is often not enough
resources to go around. Chipo explains that when there is not enough food for the family
to eat, then there is no chance that they will be able to provide for the necessities he needs
for school. Chipo also has two cousins who live with him who do not work.
Not being able to afford school is not a challenge faced only by orphans. Beatrice,
who lives with both her mom and her dad also finds it difficult to pay for school tuition.
“Sometimes I fail to pay tuition. My dad will write a note and explain when we will pay
and then the teacher accepts the note.” Beatrice also recounts a time when she lost her
shoe and was not able to go to school for several days until her parents could afford to
buy her a new shoe.
Leo did not express many direct concerns in regards to financial challenges, but
did say that he wished the school would be able to provide them with notebooks. He
explained that the school gave each child two notebooks, but since there are six subjects,
he had to buy the rest for himself. Leo sold freezies (ice pops) after school to help raise
money to buy those books. Leo includes a pictures of the freezies he sells in his
photographs (see Figure 13). Diana also expresses a wish that the school could provide
more resources, “The school gives two writing books, one pencil, an eraser, ruler, and
sharpener per term. There are six classes though, so you have to buy the rest.” School
supplies, however, are not Diana’s biggest challenge:
I first started school at Grace School when I was in nursery class. I did so good
that they moved me to grade one. My mom would help me in school and so I kept
passing… grade two and then three. Then when I was in grade three, the teacher
kicked me out so that I could buy polish [for the floor]. It was raining that day and
very cold and I had to walk home. My mom saw what had happened and told me
to stay home and that I don’t have to go back. That is how I stayed home for

138

grades three, four and five. When I should be in grade five, I started at another
school, but they had no money and shut down. That is how I ended back at Grace
School. I should be in a higher grade by now, but I forgot so much when I stayed
home those years.

For Diana the lack of money to buy floor polish for the school caused her to miss out on
her education for years and eventually set her back several grades in school.
Diana’s story was common throughout the study. Loveness also recounted being
kicked out of school for not being able to pay the school fees. She said that the longest
she was ever kicked out Grace School was for was for seven days, but she had been
pulled out of her previous school for over a year.
When I was a kid, my father stepped on some charms at work and his foot swelled
up. He had to stop working. My mother was also not working so they told me I
had to quit school because they did not have any money. I was in grade one when
I quit school. When my mother finally got a job again, I was able to go back to
school. I had forgotten what I had learned so I had to repeat nursery school.

Repeating grades after being out of school for long periods of time was a common theme
among many of the participants. Masi has had to repeat grade three as well as grade four:
I used to live in the village with my mom and dad. My dad was a headmaster at a
beautiful school where I went. My parents had problems, so they divorced and my
dad got remarried. I remained with my dad and my mom moved in with my
grandmother. My stepmom used to beat me a lot and not give me enough food to
eat. I told my mom about it and she let me come live with her and my grandma.
While I was living with them I did grade 3. While I was living with my mom, she
got sick and died. I remained with my grandparents for sometime, but money
became a problem so I moved back with my dad. The stepmom continued to treat
me back. My brothers and sister had to work even though her kids did not… My
father said that the school I went to when I lived with my grandparents was not
good enough so I had to repeat grade three again. A few years ago, my
grandparents found money to send me to Kalingalinga to live with my aunt. She
found me a place at Grace School, but they made me start in grade four even
though I had already done that grade. When I started at Grace School my aunt was
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not paying for school and the teacher said we owed a lot of money. I had to stay
home for a month without going to school because I owed 150 kwacha ($30 US).
My aunt said that she would pay when she got the money and I got to go back.
Two weeks ago, they kicked me out again cause my aunt still had not paid. She
says she has no money. I found 2 kwacha so I just started come back to school.

While Prince has never been kicked out himself for lack of payment, he is aware
that if you do not pay you cannot go to school. He talked about six children that he knew
that were not in school. When asked why they were not in school he said that they did not
have the money to attend. Benjamin, the farthest in school of all the participants, also
never had experienced being kicked out of school for not making payments. Benjamin,
however, has finished grade seven which is the highest level of school that Grace School
can offer. He was accepted at a local government school for his secondary education, but
that is when he faced finical challenges. The fees for his school included tuitions, books,
uniforms and other fees came to 800 kwacha (approximately $160 US) for the year. His
family was not able to make that large of a payment so he was not able to start school.
Now Benjamin is unsure of what to do. Unless he can find a sponsor, he will not be able
to finish school and will remain with only a seventh grade education. He is hopeful that
money will come along, so until then he is still at Grace School taking extra lesson from
Mr. Nkhoma to make sure he does not forget what he has already learned.
Lack of Family Support
Lack of family support came up in many different aspects of the youth’s
narratives. Some of the children expressed a challenges with parents not wanting to pay
for their education, while others felt they were being denied school because the family
had other priorities.
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Figure 13. Leo’s photograph of his freezeis

Masi, whose narrative is written in the previous section, talks about her aunt not
having money to send her to school. Later, she said that her aunt did have money to send
her own children to school, but could not afford to send Masi to school. Masi complained
to her aunt saying that she was lagging behind and not learning when she was home, but
her aunt said there was no money to pay for her education. Masi started crying in the
interview because she had moved away from the family she grew up with and all her
siblings because her aunt promised her a better life. While she liked living in the city, she
was not getting an opportunity to go to school like she did when she was living in the
village.
Rachel is another youth that does not live with her parents, but rather her aunt
who brought her from the village to the city in promise of a good school. When Rachel
lived in the village, she lived with a large polygamist family and they did not have money
to send most of the children to school. Her aunt brought her to Kalingalinga to give her a
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better life, but once she arrived, her aunt told her that there was no money for school.
Both of the aunt’s children are in school, but Rachel stays home to clean the house, wash
the clothes and take care of the children when they are not in school. She believes that the
only way she could go to school was if they found enough money to not only pay her
tuition, as well as found someone to take her place doing the chores.
Many of the students shared their own challenges in regards to family support,
while some worried about their relatives. A few days after her initial narrative, Beatrice
came and asked that she be allowed to continue her story.
“I am worried about a cousin who came to Lusaka in 2010 with the promise that
she would get to go to school. When she got here the family said that there was no
money for her to go to school so now she is not learning. I suggested to my aunt
that she should send her to the government school, but she said that then there
would be no one to leave the children with and that also they do not have money.
My cousin has been to school before and she has even managed to find money
herself when her family could not pay. I think she doesn’t want to go to school
anymore. She just does chores and keeps the children.

Faith is another student at Grace School who moved from the village and all of
her family to live with her aunt in Kalingalinga. She was moved from the village by her
aunt with the promise of a chance of education. However, since she has arrived, school
fees have been a challenge. Faith had no schooling experience prior to moving with her
aunt. She explained that in the village where she lived the schools were far away and she
and her siblings could not go.
I used to live with my mother and father in the village. My elder sister [aunt] took
me away from the village and brought me here to this school. They made me start
in grade four. Because of my age, I should have been in grade seven, but they
placed me in grade four because I could not read or write. Right when I started
going here my elder sister [aunt] stopped paying for the school. The bill got to
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260 kwacha (approximately $50 US). I would tell her to pay, but she would say
that she did not have money. But all her other children are in school and she pays
for them… I have been coming to school without paying, but they do not let me
write the exams because I have not paid.

At the time of the research, Faith was not going to school consistently. She had been out
of school for five weeks when the study began. She happened to be at school during one
of the days the research was taking place and asked to have her story told even though
she was not regularly attending school. The teachers allowed her to attend without paying
so that she could be a part of the research.
Mr. Nkhoma furher discusses what he has seen in regards to the lack of family
support:
When you talk about challenges, a lot of the parents are not able to pay. Then
sometimes the children have to stay at home because both parents work and someone
needs to stay home to take care of the kids in the house. I have also noticed that most
families are fully supported by the mothers and not the fathers, Fathers are not concerned
with the education of their children. We have kids who need to move on to grade 8, but
the mothers cannot afford to send them.

Rebecca and Joseph share similar stories in that both have younger siblings who
are not able to attend school due to lack of financial resources and both are only
supported by their mothers. Joseph has three younger siblings at home. Two of them are
of school age, but they did not attend school because the family only had enough money
to send one child. Rebecca also has two younger siblings who are not in school. Unlike,
Joseph, her youngest sibling is too small to stay at home, so she is forced to bring him to
school with her every day. Both believe their family could afford to send their siblings to
school, but only their mothers are willing to pay for education. Both fathers work, but

143

Joseph’s father refuses to pay for school for Joseph though he has expressed interest in
paying for the younger siblings. Rebecca’s father also refuses to pay for education and
Rebecca suspects it is because he likes to use his money to buy alcohol.
Illness
Two of the participants discussed illness as being a challenge to school. One
student, Joseph, talked of his mother’s illness while Rebecca sites both her own illness
and her mother’s as a challenge for school. At the time of the study, it was noticed that
Joseph was not in school consistently. At one point he missed the entire week. When
asked about his absences, he explained that his mother had been sick a lot lately and he
had to stay home. He was needed to get things for the mom who was too sick to leave the
house as well as take care of his younger siblings. Joseph has three younger siblings. The
two boys who are school age do not go to school because the family cannot afford to send
them. Joseph also has a younger sister who is still a baby. He is not able to take care of
such a small child on his own, so he takes the younger sister to the aunt’s house whenever
his mom is sick.
Rebecca also found illness to be a challenge in her education. She herself faced
nosebleeds a lot during the summer. The family was not able to pay to take her to the
doctor to try and prevent these nosebleeds from occurring, so she was forced to stay
home and miss many days of school due to the nosebleeds. She also had to stay home and
care for her mom when she was sick. She remembers one time that her mom hurt her leg
so Rebecca had to stay home to care of the house. Another time her mom’s health lead
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her to go to the hospital for some time. While her mother was in the hospital, Rebecca
had to stay home to care for the house and her younger siblings.
Successes
The children of Kalingalinga face many challenges and obstacles in their attempt
to gain a quality education. However, their journey must not be looked at as a deficit only
model. The high enrollment numbers at Grace School alone say that there are many
children who are finding ways to attain an education in spite of the challenges they face.
The participants were not asked directly what they felt were the successes in their
educational journey, but rather this information was compiled through their narratives.
The participants were, however, asked what they enjoyed about their current school
(Grace School) and that data was included in the successes of their education. The
following is a compilation of the three areas in which the students found as a link to their
success. These areas include Grace School itself, the support of family members, and the
participation in extracurricular activities such as sports and church outside of the school
day.
Grace School
Students were asked directly what they liked about Grace School. Although they
all had an answer to that question, they also embedded many positive factors about Grace
School in their narratives that were not in direct correlation to the interview question.
Most of the positive discussion about Grace School fell directly back on what students
perceived as good teaching from the two teachers at the school. Benjamin (see Figure
14), Diana (see Figure 15) and Loveness (see Figure 16) all took pictures of the inside of
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the classrooms at Grace School. Loveness explained that she took the pictures because it
was an important place for her. Benjamin also discussed that Grace School had been a big
part of his life and he was grateful for all they had done for him.

Figure 14. Benjamin’s photo of Grace School Figure 15. Diana’s photo of Grace School

Figure 16. Loveness’s photo of Grace School

Beatrice started at Grace School when she was eight years old. Since that was her
first experience at school, she was placed in the first grade. Beatrice also has an older
brother who started at Grace School when he was in grade five after spending some years
going to school at a government school. Beatrice said that she liked Grace School and
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that she thought that the teachers taught very well. She also mentions that the teachers at
this school were better than the ones at the government schools. Beatrice had never been
to a government school, so she based this statement off the experiences she has heard
about through her older brother as well as various other friends who attend government
schools.
Thinking that the teachers at Grace School taught well was a sentiment that many
of the students shared with Beatrice. Joseph was one of the students who has had
firsthand experience in a government school. He attended a local government school for
grades one and two before transferring to Grace School. He said, “The government
school was different. Here at Grace School they teach better. At the other school they just
taught basic things.” He went on to say that at his previous school they had desks for
every student and every class had its own teacher. When asked why he would want to go
to Grace School which does not have desks and enough teachers he responded by saying:
I would rather stay at Grace School because of the teachers. They make me
understand. At Grace School the teachers give a lot of attention to the kids.
They ask questions and will review with you if you need it. At the other
school they did not do that.

Ruth, Leon, Diana, Loveness, and Prince also expressed that the teachers at Grace
School were doing a good job of teaching. Ruth mentioned that her older cousin went to
and graduated from Grace School and that has made her want to go there as well.
Loveness became excited when talking about her teachers and said “when I came to this
school I didn’t know how to read. Now I know.” Prince explained how the teacher’s
motivated the students: “They teach very well and if you fail to read they will punish you
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so that you put more effort into learning.” Masi compares her experience at Grace School
to her previous schools:
At Grace School, the teachers are considerate and ask you a lot of questions. In
the other schools I have been to, the teachers would leave us alone and not help. It
was too hard. Plus there was 60 children in those classes with just one teacher.

In addition to teaching well, some of the students mentioned how the teachers
teach them life skills and manners as well. Leon mentioned that during class time he
enjoys learning the local language (which is not taught at all schools) in addition to
English. He also has had an opportunity learn about how people in Zambia live. They
teach “important things like HIV and how to stay away from it”. In addition, Leon points
out that the teachers discipline kids who do wrong. “If you do something wrong, they
have you sweep outside. They will also whip you if you do something bad like fighting.”
Loveness echoes this sentiment by saying “… they teach you how to respect your
parents.”
While good teaching was the most common response, Benjamin and Chipo had
other reasons for liking the school. For Chipo, the main reason why he wanted to come to
Grace School was the convenience in location. He had previously had to take a public bus
to get to school which not only took a lot of time, but also cost the family money. Now
that he is starting at Grace School he is happy that he can walk to school and not have to
worry about missing school due to lack of transportation money. Unlike Chipo who had
just started at Grace School, Benjamin has been attending the school since he was in
grade four. Benjamin is one of the students who graduated from Grace School last year,
but was not able to raise the money needed to continue on with his education. Benjamin
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moved from Kalingalinga after graduating, but now takes a bus 45 minutes each way to
come back to the school. In his narrative, Benjamin talks about why he continues to go to
Grace School every day:
It takes me 45 minutes to get to school every day. My Mom cannot afford to send
me to secondary school so I keep coming here for extra lessons. We are not
paying the teacher, he just offered to teach me for free….Last year I told the
teacher that I passed, but that I could not go to school because of lack of money.
Mr. Nkhoma suggested that I come back next year for ‘tuitions’ which is extra
lesson. He is teaching me 8 subjects: English, Religious, Office Practice, History,
Math, Environmental Science, English 2, and Geography. I like coming here, but
I want to go back to school and start grade 8.

Family and Friend Support
While not all families fully supported the participants’ education, the ones who
did made an impact in the youth’s lives. The narrative stories did not tell much about the
positive impact that their families had in the education of these students, but their photos
we predominantly of family members. It was through the explanation and discussion of
these photos that the positive role family played became evident. Every one of the youth
who participated in the photo voice project took pictures that included family and friends.
Below is the photo that Masi took with her family (Figure 17) and the photo that
Loveness took of her grandfather and cousins (Figure 18).
In the interviews and narratives, all of the youth discussed who they lived with
and many talk about who was responsible for them going to school. For participants like
Masi , Faith, and Rachel who do not live with their parents, they discussed the important
role that extended family had in taking them out of the village with a promise for a better
life. Rachel lives with her cousin and both Masi and Faith live with their aunts. All of the
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women asked the respective girls’ families to allow the girls to live with them so that they
could enroll them in the type of education that was not available to them in the village.

Figure 17. Masi’s family portrait

Figure 18. Loveness’s grandfather and cousins

Many of the participants mentioned a family member or close friend that is a help
to them when they need to study or do school work. Diana has an older sister in grade
nine who helps her with her homework. She also has an aunt who wakes her up every
morning to make sure that she gets to school on time. Rebecca has a neighbor who she
calls her Godmother. She describes this woman as “hardworking and very
knowledgeable” and someone who helps her with her schoolwork. When Leon needs
help with his school work, he visits an aunt who lives nearby. Leon said his mother is
encouraging of his education, but she cannot help him with his work. His mother (like
many of the participants’ parents) stopped going to school in grade 6 because there was
no money for her to attend.
My mom wants me to learn because she doesn’t want me to go the way she was…
she wants me to be a better person. Education will make me better because I will
learn so many things.
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Beatrice is one of the few participants who has a parent who finished school up through
grade
12. Because of her father’s education, she is able to get help from him when she needs it.
In one case, the participant themselves was the one who was a motivating factor
for the siblings to become educated. Rebecca is the oldest and has two younger siblings.
Both had attended Grace School and both (like Rebecca) had to stop going to school
because of the family’s inability to pay tuition. Since Rebecca’s parents both work, the
youngest sibling, who was 4 needed someone to take care of him. Unwilling to stay home
and miss out on school, Rebecca made the decision to bring her younger brother to class
with her every day. She managed to babysit the brother in class from the side of the room
while still participated in the daily lesson. She said that it is not always easy, but it was
her only option if she wanted to stay in school. The dedication that Rebecca has shown
inspired her younger sister who was eight years old to go back to school. The younger
sister had started at Grace School, but was taken out at one point because the family
could not afford to send two kids to school. Not willing to sit at home while her older
sister was in school learning, the younger sister began to fundraise on her own.
My young sister helped to fundraise for her own education because she really
wanted to be in school like me. Every time mother would give her small change
for sweets she would save it to spend on books and pencils. She found someone to
make a uniform for her. She started to go to school on her own and Mom said she
did not have money [to send her to school], but she insisted on going anyway. She
started going and the teacher let her come even though they we were not paying.
Eventually the teacher gave her a discount to help her stay.

In addition to family support, some of the participants explained that their friends
were important in their educational experience. Faith was one of the students who
mentioned that her friends at Grace School helped her to study. “At Grace School I have
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some friends. We do not play games together, but we help each other with learning.”
Beatrice who could often be found leading the class says she only has one friend and all
they do is study together or skip rope. Rachel and Masi both mentioned how their friends
serve as a motivation for them to be in school and to be doing well. Rachel, who was not
currently in school at the time of the research said, “I feel envious of my friends who go
to school while I have to stay at home. I want to go to school like them.” Masi also
discusses seeing her friends as a motivation to her family when she is forced to stay at
home, “I told my aunt that my friends were advancing but I was lagging behind.”
Extracurricular Activities (Sports and Church)
Faith, Prince, Diana, Leo, Joseph, Beatrice, Chipo, Benjamin, and Loveness all
said that they attended church on the weekends. Through church they were able to share
their talents, find role models and connect with children in other schools. Prince said that
he wanted to be a pastor when he grew up. His role model was the pastor of his church
because he is a nice man and helped out those in the community. Beatrice also wanted to
hold a position in the church when she is older by becoming a nun. Joseph said that
church is a time when the whole family does something together. It is also the time when
his mother teaches him good morals and encourages him in school. Loveness sang a
church hymn during her narrative. She said she loves to sing in church and loves the way
that God is changing her into a better person. Her mom has told her that when she turns
14 she can join the church praise team. Loveness also said that her role model is a girl
who is a few years older than her that she meet from church. She looked up to this girl
because she gave her advice about life and also encouraged her in her academics.
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Benjamin is actively involved in Pathfinders (a youth group) and says he cannot wait to
get baptized into the church. Diana included several photographs of herself and Masi in
front of their church. Below is a statue outside of the church which they attend (Figure
19).

Figure 19. Diana’s photo of her church.

Some of the children also said that sports were a big part of their life outside of
school. Again, sports became a way for them to connect with other children as well as
find role models who encouraged them in their educational journey. Prince, Leo, Chipo,
and Diana are some of the youth who mentioned that they like to play football, netball or
other sporting games with the other children in the community after school. Leo
explained that he was able to play football with children in the community that attended
different schools so he was able to learn about what school was like outside of Grace
School. Benjamin was the one participant who was on an organized sporting team. He
was a mid-fielder for a football team and practiced every day. He said that he loved
football and that he felt success when he played because his team was the current
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tournament champions. What he said he got most out of the team was the relationship he
has with his coaches. His three coaches were 15, 15, and 16 years old. He said that they
were “good guys and teach me about respect and discipline.” Below is a photo that
Benjamin had taken of his football team.

Figure 20. Benjamin’s football team

Research Question # 3
What systemic changes are suggested by the youth of Kalingalinga in order to make
education more accessible for other vulnerable youth?
System Changes
During the course of the research, the student participants as well as the two
teachers were able to explain the challenges and successes that many youth in
Kalingalinga faced in their educational journey. Uncovering these challenges and success
was an important part of the research, but it was only the first step. In order for their
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voices to be really heard, this study also had to give suggestions of system changes that
could be implemented in order to make education more accessible and of better quality
for these youth. These suggested changes needed to come directly from those who were
involved in the system and not from outsiders like the researcher. The following is a
description of the types of system changes that the participants came up with. They
include: (a) an addition to the number of teachers and resources the children have access
to, (b) physical building changes, and (c) whole system changes that would support the
communities most vulnerable youth.
Shortage of Teachers
Grace School had enrollment numbers of approximately 350 students during the
study. While not all of these students made it to school every day, at the time of this
research there were at least 200 students in attendance every day. Even with these high
numbers of students, the school could not afford to employ any more teachers, so Mr.
Nkhoma and Mrs. Chikwanda were the only two teachers for all of the students. They
taught all of the classes in shifts so that all students had a chance to have the attention of
the teacher. When the teacher was working with another class, they would leave a series
of exercises or notes for the other classes to work on while they waited for further
instructional time. Mrs. Chikwanda explained their schedules to make sure that each class
had time with the teacher:
There are not enough teachers. We are failing to conduct all these children
because we are only two. We start the day around 7am with grades preschool,
one, two, six and seven. These grades go until 12:30 and then they stop. After
12:30, grades three, four, and five come and do not leave until 5pm. The students
in grade seven also come back after a short lunch so that we can help prepare
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them for examinations. However, on Thursdays we have to leave early because
the people we rent from need to use the building by 3pm.
Mr. Nkhoma also mentioned the lack of teachers as being an issue for the school.
In particular he mentioned that it becmae a problem when one of the teacher falls sick
and is unable to come to school.
If we get sick there are some volunteers that will come in, but they cannot always
come in. Some also require that we pay them which we cannot always do.
Sometimes we just have to cancel school for the day.
Masi, Benjamin, Leo, Prince and Diana all echoed that there was a need for more
teachers.
Physical Building Changes
During the narratives, many of the participants discussed the need for better
building structures. They expressed concern about the current building that was housing
Grace School and how it was not adequate for the needs of this school. Grace School was
not the only focus of their concern when it came to building concerns. They also
expressed concerns about some of the schools they had previously attended. Among the
changes listed were the need for more buildings to house grades separately, a library, and
various aesthetic changes to make the school more pleasing to attend.
Many of the youth had not expressed their desires before in regards to changes.
Culturally, they felt it would be rude to express these concerns to their teachers who they
felt were trying to do their best. They also wanted to show that they were grateful for the
opportunity to learn, even though they had their ideas about what they wished their
school would look like. In order to guide the conversation and make it more comfortable
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for the participants, the following question was asked: “If you had a school and were the
headmaster, how would your school look differently than this school?” This question
allowed them to feel as if they were not disrespecting the authority structures in place,
and it also allowed them to distance themselves from Grace School and think about their
“dream school”.
The most common response was a need for buildings that were large enough to
allow each grade to have their own classroom. At Grace School, the nursery class through
grade three were all in one large room and grades four through seven (and the older
students who come back for extra help) all shared another large room. Each of the grades
occupied a certain space in the room, but they were all fairly close to one another and
could hear and see everything the other class is doing.
Eight of youth participants expressed a need for a bigger school than the one they
were currently at. Benjamin was one of the students who had passed grade seven, but was
not able to go to secondary school. He has been attending Grace School since grade four.
He explained that he spent all of his years at Grace School in the same classroom. “You
just jump around from one part of the class to the next”. He explained that there was not
enough space for classes to be able to focus on their own learning because they were all
cramped together in the same room. Now that he was coming back for extra tutoring, he
sat on a bench near the teacher’s workspace. There was no designated space for him and
the others like him. When students needed to work with the teacher “they come into our
space and it is hard for us to do our work”. Leo, Masi, Faith, Loveness, Joseph, Rebecca,
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and Beatrice all echoed this need for more space and said they would have a bigger
school with a classroom for each grade.
The teachers at Grace School also expressed a need for a larger school. Mr.
Nkhoma said that his long term goal for the school was to get a place of their own. At the
time, they were renting the two buildings from a church and they were not allowed to
make changes. Mr. Nkhoma, however, said that the land in Kalingalinga was all built on
and so building a school to their own specifications would not be possible within the
community. He said that he hoped to be able to buy a large house with several rooms that
could be used as classrooms. Mrs. Chikwanda also expressed a need for a larger building
and preferably one they owned rather than renting.
The church has allowed us to rent these buildings from them. Unfortunately, I
have to take all my books and materials home with me every night because there
is no place for me to store them at the school. The next day, I have to carry them
back with me to school. My home has become a school office.

Within the new and larger building that the youth discussed, were many specific
requests for changes. These included adding a library, painting and upgrading the exterior
appearance. They also suggested having running water in the classroom. The most
common suggestion, however, was to have more desks. All of the students who were
attending Grace School expressed a need for more desks. The two students who were not
attending school did not mention any improvement to the school. They expressed that
they would just be happy to go to school.
At Grace School there were approximately ten desks in the entire school. Each of
these desks sat two to three students and all of the desks were in the lower grades
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building. The rest of the students sat on wooden benches and wrote with their notebooks
in their laps. Due to the limited number of benches, the grade four and grade five sat on
large plastic mats made out of nshima and potato sacks. Mrs. Chikwanda clarified the
desk shortage by stating “We are currently renting this building. They do not want the
desks because they say they will mess up the floor.” Mr. Nkhoma further explained:
The church said we cannot buy metal desks. Their reason is that they will scratch
the floor and the floor will become spoiled. We are allowed to have wooden
desks, but we do not have the money to purchase them. Last time I got estimates,
the wooden desks can be made for 150 to 200 kwacha each (around $30-$40 US).

While all of the students attending Grace School expressed a desire for more
desks in their dream school, some had very specific instructions about how they would
like to make their school more appealing to the students. Prince, a student in grade 5, who
sat on the floor to have class had a long list of improvements:
I would put a fence around the school to make it more clear where the school was.
I would also have a place to distribute materials to the students once and awhile.
Things like books, pencils, and toothpaste. If I was headmaster I would also have
desks for every student and new chalkboards for every grade.

In addition to the new desks and benches, Leon wanted to paint the school blue
and white. He said that this would make it look better and make the school colors stand
out. Similarly, Benjamin had a vision of what his school would look like. When asked
what he would like to see in his school, he immediately was ready with a long list of
changes.
I would start by buying a bigger plot of land. I would build a school and an
orphanage on that land. The school would have many rooms. One room for each
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grade. There would be classes with plasters on the walls and they would all be
painted. There would be a library and desks and even tiles on the floor.
He then went on to describe the way that he would use that school to help out orphans
and street children. Benjamin’s dream school focused on creating a learning environment
that he believed would be conducive to getting a quality education. Joseph, who is three
years younger than Benjamin, focused more on making the school a place that he would
want to be and hopefully a place that kids who were not currently in school would want
to be too.
I would buy a bunch of desks and then build a school. The school would be big. It
would have a fence around it and there would be a garden inside. There would
also be a playground where kids would play football, dodgeball and other games.
I would also make sure that the school had running water.

Joseph’s request for running water was not unique. Faith also mentioned that she
would like running water in school “so that kids do not have to go and draw water for
drinking and cleaning”. At Grace School there was a water bucket with a tap for the
students to draw water from whenever they were thirsty. There were no cups provided, so
they must bring their own. When the water ran out, one of the students would go to draw
water from a community tap which was not located within the property grounds. In
addition to drinking water, every week when they thoroughly cleaned the classroom, as
few students would have to take buckets to the community tap to bring water for cleaning
the floor and chalkboards.
Materials and Resources
Materials such as books, pencils, notebooks and other educational resources were
scarce at Grace School. None of the student participants had textbooks at home or at
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school. The school had a limited number of books in the lower grades that students
shared. Upon observation, it appeared that three or four children would share one
textbook. During the course of the research, it was common to see one student do
exercises in a textbook and then erase their answers and let another student try. No
textbooks were seen in the upper elementary classroom. When participants were asked if
they had textbooks at home, they seemed to be very confused at the idea. Most of them
did not think this was an option.
Joseph, a grade five student, was the only participant to mention a need for more
books. He expressed this need casually through a list of items he wishes the students
could get: “I would want to support the kids at school by giving them books, clothes, and
toys.” Beatrice did not specifically mention textbooks in her list of needs, but did mention
that a library would be beneficial to the school and the children.
The teachers, however, expressed an urgent need for books. They both expressed
concerns about the inability for children to read straight from a book. Most students were
learning everything through what they read on the chalkboard. This prevented them from
studying further when they got home. Mrs Chikwanda explains how the Ministry of
Education supports their school:
The Ministry of Education gives me one syllabus, one copy of the teacher’s book,
and 1 pupil books for each subject. If I want more for the kids, the school has to
buy them for themselves. That means, unless I come up with the money, the
school only has one student textbook per grade. Children are forced to learn by
writing on the board, because Grace School cannot afford the books.
Mr. Nkhoma also expresses a problem of attaining textbooks.
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Materials are a challenge. In 2005, we got some textbooks from the government
as part of a program to help out community schools. Prior to that, we had trouble
getting materials because there was no money. Books are expensive. They run
around $6 to $10 each.
Mr. Nkhoma did mention that he has gotten a few donations of textbooks from former
Grace School students. Some students, he said, gave back to the school through donating
textbooks when they could as a way of saying thank you for their education while at
Grace School.
While the student participants did not mention textbooks as a material resource
they needed, they did come up with a few things that they felt children lacked. Joseph, as
mentioned earlier, felt the children at school lacked “books, clothes and toys.” He said it
was sad because there were a lot of children he knew who did not have toys to play with
after school. Leon was one such student that stated that he had no toys at home.
Support for Vulnerable Children
In addition to the material needs and the need for more teachers. Participants had
ideas that would help schools support children who were vulnerable or who were
orphans. Some of the support was in terms of financial assistance, while others had
specific ways in which vulnerable children could be supported. Rebecca, for example,
felt that schools needed to get rid of small fees that families were not able to pay. When
asked to give an example, she explained that at Grace School, children were asked to pay
one kwacha (less than $0.25 US) to pay for floor polish. She felt this was unfair because
families like hers were not able to pay tuition, let alone additional fees.
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Beatrice came up with an idea of providing a school bus for those children who
lived far away. Many of the students at Grace School live outside of the community, but
for various reasons still attended the school. If there was a school bus it would not only
help students get to school, Beatrice explained, but it would also help them out
financially because they would not have to pay for the bus fees every day. This particular
problem came up in the interview with Chipo. He said that he had previously attended a
school in a neighboring community, but had to drop out because “... the person who used
to give me money for transport was not around, so I had to stop going to school.”
Uniforms were another request that the participants said would help the
vulnerable children. In Zambia, government schools require uniform for all school
children. Most private schools also require uniforms. Community schools, on the other
hand, often do not require students to wear uniforms because they understand this is a
financial barrier that prevents children from attending school and getting an education.
While releasing the requirement of uniforms helped out families financially, it did allow
the community to easily distinguish between children who attend a government school
and those who attend a community schools. For many of the student participants, not
having a uniform is a social problem. Beatrice, Joseph, and Loveness all expressed a
desire for their school to have uniforms for every student. Beatrice also wanted to change
the colors for the uniforms and “add more style” to make them more social acceptable to
the other kids in the community. Mrs. Chikwanda explained that the school does have an
official uniform which some of the kids had been able to purchase. The school, however,
did not require students to wear a uniform or school shoes because they were aware this
requirement would prevent a larger percentage of children from attending the school.
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Two participants, Benjamin and Beatrice, had specific ideas to help the children
in their community that they felt were most at risk of not getting an education. In addition
to adding school buses for those who lived farther away and providing uniforms for all
the children, Beatrice also said “I would let all the orphans come to school without
paying schools fees.” Beatrice herself lived with both of her parents, but knew children
who were orphans. She said many of them were not able to afford school and if she could
change things, then she would make sure that orphans could come to school even if they
could not afford it. Benjamin, who was also not an orphan himself, expressed a need to
take care of those children who were orphans. During his explanation of his “dream
school he said:
The school would be for grades one to twelve. There would be an orphanage at
the school and it would have many rooms. I will start the orphanage by taking the
street kids off the street. They are on the street because they have no one to
sponsor them. They do not go to school. Government schools are free, but I do not
know why they do not go there. They are on the streets because their mothers and
fathers have died, so their relatives leave them on the streets. Those kids smoke
and steal money from people. That is all they do all day. They do not work. I
think I could fix this problem buy building an orphanage and having these kids go
to school there.
This response from Benjamin came from the question “If you had a school and were the
headmaster, how would you school look differently than this school?” The participants
were not specifically asked about their feelings towards orphans and their education, but
these two participants wanted to make sure that the orphans in their communities were
take care of. Chipo is one such orphan that is facing trouble going to school because he
does not have a sponsor as these other participants pointed out.
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Summary
This chapter examined at the participants’ responses to their interviews,
narratives, and Photovoice projects in order to find answers to the three research
questions. Questions one and two examined the challenges and the successes that the
youth faced in the school and community while attempting to gain an education. The
youth presented a number of challenges including the lack of financial and material
resources, the lack of family support, as well as illness. Despite these great number of
challenges, however, the youth were able to point to a number of contributing factors that
made them able to be successful in school. Many discussed family members that
encouraged and supported them along their journey while others discussed the influence
of their church and sports teams. The most common success, however, was the ability to
be able to attend Grace School. The community school was shown to serve the needs of
these students beyond what traditional educational systems tend to offer. For many of the
participants, Grace School was the only school that they had an opportunity to attend.
Due to financial reasons or other circumstances beyond their control, these youth could
not find a place in a local government school and were therefore grateful for the
opportunity to learn.
While Grace School was a much needed and appreciated opportunity for the
participants, they still had dreams of what a better educational system would look like.
Many of the suggested changes centered on logistical matters such as more teachers,
larger buildings, and more amenities such as desks and chalkboards. Other suggestions
included educational resources such as textbooks and general school supplies. Some
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youth also discussed the social problems attached to community school children not
having uniforms like their government school counterparts. The final theme called for a
deep systems change that would make educational opportunities more accessible to
orphans and vulnerable youth in the community.
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Chapter V
SUMMARY, DISCUSSION, CONCLUSIONS, AND FURTHER RESEARCH
Introduction
The final chapter of this dissertation restates the purpose of this study as well as
the theoretical rationale for the study. In addition, a discussion of the results and the
conclusions drawn from these results are presented. The chapter concludes with
recommendations on how the results of the study can be used in their current form as well
as how further research could be useful in developing the understanding of the
educational experience of vulnerable youth in Zambia.
The country of Zambia, in response to the United Nations’ Millennium
Developmental Goals, made education free for all children up through grade seven in the
year 2002. As a result of the Free Basic Education Policy, schools reported large growth
in enrollment rates. While the growth in enrollment was expected, many of the schools in
Zambia were not able to keep up with the demand for schooling. In order to meet the
demand, many new schools opened in hopes of being able to provide education to all
children.
The types of school choices in Zambia can be placed into three categories:
Government, community, and private schools. Government schools are financially
supported by the government and tend to have more rigorous requirements for teachers
and curriculum. Private schools are entirely funded by individuals and organizations and
can vary in levels of quality. Community schools fall in the middle, with some
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community schools being recognized by the government and others not being recognized.
The community schools that do apply to be recognized by the government receive a small
amount of financial assistance, but must make up the remaining financial needs through
donations and student tuition fees.
Kalingalinga is an unrecognized squatter community within the capital city of
Lusaka. Often referred to as the Kalingalinga compound, this densely populated
community is home to thousands of children living in poverty. Education in Kalingalinga
can be found in government, community, and private school settings, but access and
quality of the education is a concern. Many of the schools within the compound are
overcrowded and lack the resources needed to provide a top education to these children.
In addition, most of the children come from homes that are facing economic or social
challenges. These challenges often prevent the child form gaining stable access to
education due to financial or social constraints.
The focus of this study was to examine a school in Kalingalinga in hopes to better
understand the success and struggles that children faced in regards to education. While a
limited number of studies have been conducted in education in Zambia, very few
contained the voices of the children themselves, and none of the studies focused directly
on Kalingalinga. The purpose of the study was to allow the story of these children to be
heard through multiple mediums as a way of critically examining the current educational
system.
The review of the literature showed that a limited number of studies had taken
place in regards to the education in Zambia. Most of the studies were reports by
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governmental organizations such as Zambia’s Ministry of Education, or interest groups
such as the United Nations and UNICEF that were reporting on progress of education in
relation to set goals. Kelly (1991) broke the educational issues in Zambia at the time into
four categories (crisis of financing, crisis of action, crisis of confidence, and crisis of
quality) and discussed how they were intertwined. The work of Robson and Sylvester
(2007) helped to understand how orphans and those children living with HIV faced social
factors that may have hindered their access to or experience with education. The final
piece of the literature review incorporated the work of Bond (2006) who identified the
educational challenges of vulnerable children (often orphans) who lived in poverty.
Together these studies helped to better understand some of the social and economic
challenges that are embedded in society and affect education.
The review of the literature helped to frame the social constructs in which these
students were a part of, but they did not address many of the needs that were brought out
by the participants of this study. While it was found that poverty did play a role as Bond
(2006) suggested, the way in which poverty and the educational experience was
intertwined in the same manner that much of the research suggested. Most research
suggested that a lack of material resources was a major cause for an inadequate
educational experience of vulnerable youth. While the participants in this study did
discuss lack of material resources as a concern, they revealed a much deeper connection
between poverty and education. The participants talked about the social stigma that they
faced by attending a community school. The fact that their school did not look like other
schools and they did not wear uniforms like other students made them feel as though they
were standing out within the community. When they walked to school, with no uniform,
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they essentially felt as though they were advertising the fact that they were not able to
afford such a common item. By allowing the students to tell their story, more is
uncovered as to how poverty can directly affect the educational experience of vulnerable
youth. While larger resource needs like textbooks for all students might be unattainable
without significant increase in governmental assistance, there are steps that communities
can take such as helping students have uniforms, to make the educational experience
more positive for the most vulnerable youth.
The theoretical rationales that helped guide this study were critical development
theory and critical education theory. Critical development theory grew out of critical
theory which aimed to thoughtfully reflect on and critique society and culture. As Collins
(1990) and Dubgen (2012) both stated, critical development theory was a way to
critically approach the development of a country by examining personal biographies,
community contexts, and systematic social institutional structures. In a similar manner,
critical education theory examined the way everyday life influenced education. McLaren
(1998) suggested that critical education theory was a way of thinking of the local
communities as empowered and seeing the communities as able to resist the social
inequalities and injustices while making change in education.
Grace School, a community school in Kalingalinga, was selected as the focus
school of the study. Ten students from the school were selected to participate in
interviews and collection of narratives stories. Of the 10 participants, seven also
participated in a Photovoice project to give them an opportunity to portray their
experiences in education in multiple mediums. In addition to the 10 students from Grace
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School, two youth from the Kalingalinga community who were not attending any school
were also selected to be part of the interview and narrative portions of the study.
The findings of the study were used to answer the research question “To what
extent do Zambian youth give voice to their educational experiences in the community of
Kalingalinga, Zambia?” The results showed economic and social factors that both
positively and negatively impacted their educational journey. The students expressed
such factors as family, financial constraints, social and cultural conditions, and school
resources as both helping and hindering them from gaining the education they desired. In
addition to providing a better understanding of their experiences, the youth also
addressed the question “What systematic changes are suggested by the youth of
Kalingalinga in order to make education more accessible for other vulnerable youth?”
Some of the participants had minor changes such as the addition of school desks that they
felt would improve the quality of education in the community. Other youth developed
more complex suggestions that included providing basic needs such as food and shelter
for orphans and other vulnerable youth. A more detailed discussion of the results of the
study can be found in the following section of this chapter.
Discussion of Research Question #1 and #2
This study used a participatory approach to gather interviews, narratives, and
photo journalism from a group of students in the community of Kalingalinga. As stated
earlier, the purpose was to better understand the education experiences of youth who
were classified as vulnerable youth either due to their low economic status or by them
being an orphan. Since no research was found that directly addressed the experiences of
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this group of youth, it was felt that this study was necessary to move towards a more
complete understanding of the experiences these children had within Zambia’s
educational system.
While originally posed as two separate questions, it was found that much of that
data from the study overlapped in answering research questions one and two. For that
reason, the summary and discussion of these two research questions are presented
together. Research question 1 and 2 asked:
To what extent do the Zambian student narratives and photos provide personal
accounts about schooling, community, and educational challenges and successes?
What social and economic factors such as poverty, HIV/AIDS, and limited school
resources impact the educational experiences of the youth in Kalingalinga?
These two questions were divided up into two larger categories covering the challenges
and the successes of the youth’s educational experiences. Within these two larger
categories, the economic and social factors presented in question 2 were addressed.
Within the category of challenges, the following themes emerged: Lack of material
resources, lack of financial resources, lack of parent support, and illness. Within the
category of successes the following themes emerged: friend and family support,
extracurricular activities, and Grace School. The following discussion summarizes the
findings of these two research questions and discusses the importance of these findings.
The lack of material resources within the school setting was the most commonly
referred to challenge to education both from the youth’s perspectives as well as the
teacher’s. Almost every participant noted material resources that they lacked and how the
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absence of these materials was directly affecting their educational experience. Among
these resources were the following items: desks, chalkboards, basic school supplies,
textbooks, uniforms, and actual school building space. While other material resources
such as lack of bedrooms in the home, spaces to study, and lack of adequate food were
mentioned by several participants, these did not seem to be the primary concern.
I began this study under the assumption that the lack of textbooks and other
educational resources (such as computer) would be a primary concern knowing that many
of the schools in the community did not have enough textbooks for every child, if they
had any books at all. The two teacher participants as well as a small number of the youth
participants did mention the lack of textbooks as a challenge, but this was by no means
the number one priority of any of the participants. Computers, and the lack of technology
was only mentioned by one student and neither of the two teachers.
The primary concern when it came to material resources was the lack of student
desks. All participants (with the exception of the two who were not attending school at
the time) mentioned the need for desks. While the primary classes had several desks,
many of them were falling apart and there was not enough to seat every student. During
the course of the study, desks falling apart and presenting a danger to those who were
sitting in them was observed. In the primary classes, 3 to 4 students sat at each desk that
was designed for 2 students maximum. In the upper classes, there were no desks. Grades
5, 6, and 7 shared two spaces made up of several long benches. While the students were
able to sit in these benches, again many were not in good shape and would fall on
occasion. The benches provided the students a place to sit, but they had to take notes, and
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complete assignments and tests by writing on their laps since there were no tables to
write on. Some of the grade 7 students would move to the floor to write exams as it
seemed a more comfortable position for them. The grade 4 class, on the other hand, did
not even have benches. They sat on the floor to do their work at all times. To the
participants, having desks was the first material priority for this school. They felt it was
not only hard to write and do assignments, but it did not make them feel like they were in
school. While the youth participants never said that they did not feel like they were in a
school, they alluded several times to the fact that materials such as desks and uniforms
would make them feel more like real students.
Other material resources such as uniforms and basic school supplies were mentioned
through the interviews and narratives, but not as consistently as the need for desks. There
was, however, a fairly consistent response that the school building itself needed to be
changed. The students wanted to be able to have separate rooms for each grade level,
which of course required a larger school. The desire for separate rooms was in part due to
the fact that it would cut down on distractions (and require more teachers), but also
because private and government schools tend to have a room for each grade level, This
again went back to an innate desire to have similar learning environments to their peers
who were more economically advantaged than them.
In conjunction with the lack of material resources, a majority of the participants
discussed the need for financial resources. The students had to pay 25 kwatcha ($5 USD)
each month for school. In addition, families had to pay additional expenses for items such
as notebooks, pencils, and even floor polish for the school building. These costs, though
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they may seem minimum, were huge challenges that many families found difficult to
meet. The challenge of being able to provide for the financial needs of the students was
seen in a variety of families. While it may be assumed that those children living as
orphans would experience the most difficultly, this was not found to be the case. Students
like Beatrice who lived with both of her parents were failing to meet the financial
requirements of school. This lack of financial resources came from a variety of
circumstances including parents’ unemployment, large families with multiple educational
needs, and other priorities and responsibilities of the parents which do not allow for
education support. Many of the youth had experienced time outside of school due to
insufficient financial resources. Some had missed so much time from school that they
were forced to repeat grade levels when they did find the money to enroll again.
While the lack of financial resources can be seen as a challenge, it also should be
looked at through a critical lens to see how the youth have empowered themselves. Many
of the youth who participated in the study came from homes that could not financially
support them, yet they were still in school. Masi had a large bill at the school due to
extended family not being able to pay for several months in a row. Masi, however, did
not allow this to stop her from learning. She showed up at school with 2 kwatcha and sat
in the classes. Due to the large amount she still owed, she was not officially enrolled in
the school and could not take the exams, but that was not a deterrent for her. She still
showed up to learn every day and hoped that one day she would be able to pay off her
debt and be officially enrolled. Other students like Leo and Rebecca’s younger sister took
the school payments into their own hands. Leo sold cold popsicles after school to earn
enough money to buy his school supplies while Rebecca’s sister collected money from
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the ground or small change from shopping trips so that she could pay for her school fees.
These are stories of resilience and there is no doubt that these are just the surface.
Benjamin was one student who had managed to make it through seventh grade
without ever being kicked out for lack of payment. When he reached the end of seventh
grade, however, his family did not have the money needed to send him to the secondary
school. Rather than let this be the end of his educational experience, Benjamin refused to
give up on his education. He did not have the money to attend secondary school, so he
continued to go to Grace School to learn new curriculum as well as to not forget the
curriculum that he had already learned. When asked who had encouraged him to continue
to come to school, he said “no one”. He decided it on his own and said he would continue
until he and his family found the money for him to move forward with the next grade.
While it is youth like Benjamin who are making these decisions, it has to be noted that
the adults at Grace School may have played some influence in these youth’s decisions.
The two teachers at Grace School are also faced with adverse condition financially, yet
they did not let it stop them from working towards their goals. They mentioned several
times that there was not enough money to run the school properly let alone give them a
salary enough to survive on. Instead of giving up, they found alternative ways of
financially supporting themselves through outside businesses so that they could continue
to offer an education to as many Kalingalinga vulnerable youth as possible.
While the teachers at Grace School may serve as a motivation for the youth, such is
not always the case with the other adults in their lives. While many youth came from
families who were trying their best to support them, some talked about the lack of support
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at home as being a challenge to their education. A common story is that of an extended
family member taking a youth out of a village living environment with the promise of a
better life and better education in the “big city of Lusaka”. Once the youth arrive,
however, they seem too often not be supported in their education, but rather used to take
care of the other children at home or to help around the house. Two such examples of this
were found in Masi, and Faith’s stories. Each of these girls moved away from the village
(and their parents and siblings) to come to Kalingalinga to live with an aunt. In each case,
the girls were told that the aunt did not have enough money to go to school and that they
must stay home. While these girls were bold enough to fight for their right to education
and have been able to attend school, at least part time, such is not the case for all. Rachel,
for example was a young girl who also moved to Kalingalinga with the promise of an
education, but has not been able to attend school. During the study, Rachel was not in
school because she was told by her aunt that there was no money for her to go to school.
In addition, the aunt needed someone at home to help out around the house and to take
care of younger children. This responsibility fell on her. Even though at the time, she was
not able to find a way of going to school, Rachel was interested in sharing her story. She
wanted to talk about her desire to go to school and the fact that she had not given up on
that dream yet. While she did not feel she was in a position to just go to school without
the aunt’s blessing, she did let the aunt know of her concerns and felt that one day she
would be back in school.
The vulnerable youth of Kalingalinga face many challenges and obstacles on their
educational journey. Despite these challenges, many of the youth, as seen in this study,
have decided not to allow the social and financial constraints placed on them deter them
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from attaining an education. When looking at education in Zambia, (especially at the
education of vulnerable youth) it is easy for research to point out all the deficits that these
youth have in access and quality education. While it is important to uncover and address
the needs in education, the voice of the youth added an element of reliance and
empowerment that has not been examined in previous studies. They showed that if they
desired an education strongly enough, they were able to rise up against the social and
economic constraints and gain education even if in limited form.
While there were many challenges to education for the vulnerable youth of
Kalingalinga, there were also many factors that were helping the youth to be successful in
their educational journeys. The most commonly heard success in the youth’s education
came in the form of praise for Grace School. In particular, many of the youth mentioned
the two teachers at Grace school not only as contributing factors to their successes, but
also the reason why they would continue going to Grace School even if they were given
“better” opportunities. It was obvious through the interviews and narratives that the
teachers of Grace School were highly valued by the youth. When asked what they liked
about the school in interviews, every participant mentioned the teachers and their
excellent teaching. In the narratives, many also compared previous educational
experiences in other schools saying that while many aspects of their previous educational
settings many have been better than Grace School, the teachers at Grace School were
much better than anywhere else. The passion of the teachers for their students and the
education of vulnerable youth within the community was evident in their interviews and
within our interactions during the course of the study.
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In addition the support of the teachers at Grace School, many of the youth found
support in family and friends. This support was not evident in the interview or the
narratives, but rather in the Photovoice part of the research. A majority of the photos that
the Photovoice participants took were of family or friends. They discussed the photos of
family members that inspired them as well as pushed them to do well in school. There
were also a large number of photos of friends. While it was not surprising for youth to
take photos of their friends, their responses when asked why they took those photos did
come as a surprise. Many of the friends in the photographs were identified as role models
who had made it to secondary school and were attaining high marks. The photographs of
similar aged children to the participants were identified as “study partners” who helped
them with school work and motivated them to do well. The support system that the youth
had in place was important in their educational success. This support came through
family, friends, and teachers, but all served as a motivation to continue to pursue their
dreams.
Another form of support came in the form of activities that the students participated
in outside of class. These activities ranged from church youth groups to sports teams, but
all served the same purpose to support the success of the youth in school. Benjamin
talked a lot about how his soccer team helped him to do better in school. He gave three
reasons why the team was supportive to him: 1.The coaches on the team served as role
models. They all were in secondary school and doing well and he desired to follow in
their footsteps. 2. Benjamin explained that by being on a team, it kept him from
participating in inappropriate activities. If he was not busy with the sport, he may end up
socializing with youth who would encourage poor behavior and ultimately affect his
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education. 3. The friendships he made on the team became important to him. The youth
on his team were from different schools so he had the opportunity to learn about what
school was like in different communities as well as the differences within his own
community. This helped him to value what he had at Grace School. Benjamin’s
experience with sports was echoed by several of the boys. In addition, several of the girls
talked about similar benefits of attending church and church youth groups. They found
support in these activities as a way of helping them to stay focused on school as well as
finding inspiration in the peers and adults they interacted with.
Research questions 1 and 2, examined the successes and challenges of the education
experiences of youth in Kalingalinga through their own perspectives. They youth
described the challenges in terms of lack of material, financial, and family support. They
then described the successes they had due to support through the school, support from
their families and friends, and motivation from peers and adults associated with activities
outside of school. This study was one of the first to ask youth specifically about their
experiences, and allowed the youth voice to be considered. The results showed that the
youth have different priorities than what may have been previously thought. How this
study could lead to further research to better understand the youth’s perspectives will be
discussed later in the chapter.
Discussion of Research Question # 3
The third and final research question was designed to understand the system changes that
the youth felt needed to be set in place in order to better the educational experiences of
the vulnerable youth in Kalingalinga:
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What systemic changes are suggested by the youth of Kalingalinga in order to
make education more accessible for other vulnerable youth?
Some of suggestions of system and institutional changes came about organically though
narratives, dialogues in interviews, and discussion of their Photovoice projects. A
majority of the suggested changes, however, were gather through the use of direct
questions such as “If you could build a dream school, what would it look like?” The
youth’s responses were categorized into four main themes: Shortage of teacher, building
needs, shortage of materials, and support for vulnerable youth.
The shortage of teachers was the most commonly suggested need to improve the
education of vulnerable youth. At Grace School 2 teachers were responsible for all
students from preschool through grade 7. The participants cited that this was not the only
school they knew of where there were less teachers than there were grades. The
suggestion was to have one teacher for each grade. This would allow the teachers to
spend the entire school day with the students and give students more opportunities to ask
questions and gather knowledge. It should be noted that the need for extra teachers was
entirely for academic benefits. The students did not mention the need for teachers to
watch over behavior of students and the researcher observed outstanding time
management and class room control from both teachers. Academically, however, the
teachers were stretched for time, and while national exam scores showed that the students
were learning, it was observed that little attention was given to each particular grade
throughout the day.
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In conjunction with the need for more teachers was a need for larger spaces, more
materials, and more resources. While not as commonly addressed as the need for
teachers, the need for a classroom for each grade was mentioned by several of the
students. They wanted to feel like each grade had their own space to learn and thus their
own teacher to learn from. Within that space, all of the students (and teacher participants)
said that each student needed a desk to sit in. This did not mean that each student needed
their own individual desk. They were willing to share desks, but they stressed the
importance of each student having a desk to sit at. The resources mentioned included
textbooks, pencils, and writing books. The students also wanted the room better equipped
with chalkboards to take notes from and the teachers stressed a need for chalk. These
materials and the space to hold the materials was an important part of making the
educational experience more pleasant and more successful for the students.
A surprisingly common theme was discovered in the need for a more ascetically
pleasing building and school grounds. The youth participants not only wanted more
school space, but wanted it to look nice as well. The students made suggestions of
planting flowers, painting the buildings, and creating spaces to play sports. In addition,
some suggested that schools have a fence around them to make the boundaries of the
school space clearly defined. What was uncovered within these requests was the need for
students to feel like they were attending a legitimate school and to feel as though they
were not being noticed by the community as being vulnerable. The school appearance is
important to the youth because it speaks to the community about the quality of the school.
Even though they felt they were getting a good education at Grace School, the fact that it
did not look like the more affluent schools made them feel less of a student. This went
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along with the need for uniforms to wear to school. In Zambia, government and private
schools all require students to wear uniforms to school. Community schools, however,
often to not require uniforms in order to make the school more affordable for the families
that attend. Unfortunately, when the children walk to school without uniforms they feel
they were being marked as an underprivileged child.
The youth participants in this study all could be classified at vulnerable youth in
Zambia. They had a surprising awareness of the social labels placed on them by their own
community as well as those outside their community. Their “status” as vulnerable youth,
however, had given many of them an empathy for other youth and young children who
were living in similar circumstances. Many of the participants discussed the need for
better services and support for vulnerable youth as part of their systems changes plans.
Beatrice, for example, discussed an idea to let all children who were orphans come to
school for free. She explained that when children become orphans they have to rely on
their relatives to pay for their school. Often times the relatives cannot pay or do not want
to pay, making it impossible for that child to go to school. She felt that being an orphan
should not mean that you do not have access to school. Benjamin took this one step
further to say that not only should orphans not have to pay for school, but the school
should provide boarding for them as well. He explained that children who were orphans
should have a nice place to live within the school grounds since they often did not have a
good place to go after their parents passed away.
The institutional changes that the youth participants wanted to see in place
covered both social and physical needs. While the need for larger buildings and resources
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such as uniforms may seem to be a physical need at the surface, the way in which they
presented these needs showed that there was a social component as well. The vulnerable
youth of the Kalingalinga community were aware that their school building and lack of
uniforms made them stand out to their less impoverished peers. This created a sense of
inequality that they felt could be avoided with simple steps to create a school that
exhibited a more consistent appearance to that of non-community schools. Once that
social need was meet, the students also felt a need to ramp up the education inside the
school by adding more teachers and more resources such as textbooks. The participants
also displayed empathy for other vulnerable youth within their community and advocated
for services such as free education for all orphans. The most valuable finding in this
research question was the discovery of youth voices. They were given an opportunity to
express their concerns as well as their ideas on how to make education a better
experience for them and youth like them.
Conclusions
This dissertation employed narrative and Photovoice methodologies in a
participatory research model to explore the educational experiences of vulnerable youth
in the Kalingalinga community of Zambia. The study was grounded in both critical
development theory and critical education theory in order to better understand the
experiences as they were shared by the youth participants. In addition to answering the
original research questions posed at the beginning of the study, the results revealed new
understanding about the social struggles, successes and future needs of the youth. It also
showed that youth were able to open up about their personal experiences and engage in
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critical dialogue. The youth participants allowed this research to cross personal
boundaries and step into their previously undocumented lives. Their photographs and
personal narratives, allowed for a new understanding of their educational experiences and
the connection between their home, school and community. This section discusses the
findings as results of the theoretical and methodological foundations of the research.
Critical Development Theory
The first of the two theoretical foundations for this study was that of Critical
Development Theory. Development theory was an important lens with which to examine
the results due to the ever increasing pressure of such organizations as the United Nations
on Sub-Saharan African countries to increase school enrollment. The assumption going
into this study was that many youth in the Kalingalinga community did not have any
access to education. It was assumed that many orphans and vulnerable children would be
found who were not enrolled in school whom could be participants in the study. To my
surprise, however, this was not the case. Very few youth in the community could be
identified as not enrolled in school. The youth participants, when asked to identify those
they knew who did not go to school, often said they did not know anyone. Schuurman
(2009) discusses that most analysis of the development of a country is based in “fixing”
problems of the country that are tied to policy-oriented goals. Such is the case in the
United Nations Millennium Developmental Goals which aimed to “fix” the problem of
low school enrollment by encouraging free basic education.
Zambia has offered free basic education, and it does seem to be “fixing” the
problem of low school enrollment; shown in the low number of children now found out
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of school. However, the study showed that enrollment alone did not guarantee an
education to the most vulnerable youth. Critical Development Theory allows the local
people to define their own terms of development without outsiders placing terms on what
they think is the best approach to such development (Tucker, 1999). This study attempted
to follow that model by not approaching the educational system in Kalingalinga without
any pre-conceived ideas on how it would be improve. Rather, this study allowed the
youth who were currently living within the educational system to explain what was
working and what they believe as places of improvement. By looking critically at
personal biographies within the educational and community context, is becomes more
clear as to how the systematic social institutions play a role in the development of a
country (Dudgen, 2012).
Critical Education Theory
Critical Education Theory attempts to understand how education influences the
everyday lives of people. It was grounded in the belief that the educational system must
be understood so as to expose the dominate power that it can impose on an individual or a
community so that those involved can become advocated for social change. McLaren
(1998) describes this as a way for the local communities to resist oppression and
transform the existing inequalities in education. In this study, careful consideration was
taken to make sure that the school itself was not the sole focus in understanding the
research questions. While the school and the system within which the school lies it
critically important to education, it is also just as important to understand the “links
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between cultural practices, the community, the region, the states, and the economy”
(Levison and Holland, 1996, p.3).
It is only when the connection between the life outside of the school and life
within the school is examined that we better understand how the educational systems
can work best to serve the youth. By focusing solely on the school itself, we deny
the youth and the community any form of individuality and cultural knowledge
(Maschelein, 2004). Following the Freire (1970) model that educational change needs to
happens with the oppressed and not for the oppressed, this research used narratives and
Photovoice projects to better understand the daily lives of vulnerable youth and how
these lives connected to education. The narratives and photographs that were collected
from the youth focused very little on the school itself, but rather shared great depth into
the social and economic structures and needs of this community. It was through these
windows into their daily lives, that the findings of the research can used to better
understand the educational structures that need to be examined.
Narrative Study
The narrative research methodology used in this study allowed for an individual
account of the youth’s school and community and their personal experiences within these
contexts. It also allowed for critical dialogue around the photographs the participants took
as part of the Photovoice project. The biographical narrative format that was used in the
study was a flexible process that is constantly changing (Clandinin & Connelly, 2000).
This method lent itself to a participatory approach in which youth who had been
previously underrepresented in research had an opportunity to create their own narratives
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as a way to share the multiple layers that make up their educational experience. Through
the narratives these youth produced, we are better able to represent not only the
immediate educational needs to the vulnerable youth in the Kalingalinga community, but
also uncover some of the social needs that are connected to success of their educational
experience.
Photovoice
The purpose of using a Photovoice methodological approach was to be able to
both gain a glimpse into the many facets of the participants’ lives as well as to be able to
share and educate others about the social issues that directly or indirectly affected the
education of these participants (Rosler, 1981). The photographs that were taken by the
youth participants helped to tell a story about their personal lives and to create critical
dialogue around their position within the educational system. Careful consideration was
taken when selecting the photographs to be published in this research. Rosler pointed out
that if photos are use incorrectly, they can cause further exploitation of a vulnerable
group rather than serving as a catalysts for change. The photographs that were selected in
which the poverty of the youth was highlighted, were included with purpose. They were
not included to further promote empathy for these youth’s living conditions, but rather to
bring attention to a social or economic issues that the youth themselves identified as a
challenge to their educational success.
The three step process for a Photovoice project defined by Wang, Cash and
Powers (2000) was attempted in this study. The first two steps called for the participants
to document social issues and create dialogue around these issues through the
examination of the photographs. The last step, however, was not meet in this study. The
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final step was to allow the participants to use their photographs as an empowering tool to
start a social movement. While the results of this study and the accompanying
photographs will be presented to policy makers, the participants will not be a part of the
final process. Freire (1970) describes this problem as allowing the research to create
social movements on the participants rather than with the participants. The participant’s
photographs offered a window into a world that is not seen by many, reaching the initial
purpose of allowing the community to graphically document their lives. However, the
outcomes of their graphic documentation ended in a research study and was not used to
help the participants create a social movement to benefit their educational needs. Due to
this failure to meet the final step of Photovoice, it is critical to ask if that piece of the
study meet the goal and if the research will benefit the youth or just the researcher.
Youth Participatory Research Approach
This research study employed a youth participatory research approach through the
collection of narratives and Photovoice projects. The participatory approach allowed for
the participants to be the authority in regards to their educational experiences and the
community in which they were a part of. The purpose of the participatory research model
was to empower the community and allow them to guide the research. While this
approach was attempted for this study, it was not completely followed. The youth were
given guidelines that the narratives and photographs should in some way portray a better
understanding of their personal educational experience. While this study did set
parameters as to what the research would be about, the Photovoice project allowed
participants to portray their educational experience in whatever way they felt necessary.
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This allowed for the results to show a more in-depth look at the social structures within
the community that directly and indirectly affected the education of vulnerable youth.
Traditional participatory action research not only requires that the community
members lead the research, but that they are empowered to take action based on their
findings. Cammarota and Fine (2008) describe this process by stating “it provided young
people with opportunities to study social problems affecting their lives and then
determine actions to rectify these problems” (p. 2). The action piece of this process was
not within the capacity of this study, however, consideration has been made to ensure that
the voices of a group of vulnerable youth who are generally underrepresented in research
have been heard and that the voice of the researcher is only second to that youth voice.
(Cahill, Rios-Moore, & Threatts, 2008).

Recommendations for Further Research
This study was the first of its kind in that it allowed youth who had previously
not been represented in research the opportunity to voice their opinions and concerns
about education in Zambia. Youth categorized as vulnerable youth either due to lower
economic status or by being an orphan were given the opportunity to speak freely about
their educational experiences while living in the Kalingalinga community. They spoke
about the factors in their lives that made their educational journey successful as well as
those factors that produced challenges for them. In addition, they had the opportunity to
suggest changes that they felt would benefit not only them, but their peers as well.
While this study did produce youth-driven research results that had previously been
lacking in research on Zambian education, there are many limitations to this study that
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could be addressed in further research. First of all, this study took place at only one
school within Kalingalinga community. This school was selected based on the fact that a
majority of the students in attendance were vulnerable children as well as the willingness
of both the students and the teacher to participate in the study. The participants provided
a valuable amount of information on the community, however, a majority of the findings
reflected a connection to Grace School in some way. This limits the ability to be able to
generalize to the rest of the Kalingalinga community. It is suggested that similar studies
take place at other schools within the Kalingalinga community to gain a better
understanding of the vulnerable youth’s experiences within the education system.
In addition to further research at other schools within the Kalingalinga community,
it is also necessary to do further research in other communities of Zambia. Research
coming directly from the Kalingalinga community cannot necessarily be generalized to
the whole of Zambia. More research is needed to understand what communities may face
similar issues as to better be able to collate data across communities. Many of the
participants in this study came from villages with very different needs as well as different
educational structures. Since a large population of the youth in Lusaka seem to have
some experience with education in a village, it would be important to understand the
educational experiences of youth in these communities.
Another aspect of education in Zambia that this study did not examine is the
differences between education in community schools versus that of government schools.
There is a fair amount of data about the differences in community and government
schools, but like most research on Zambia education it does not include student voice.
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Many of the youth who participated in this study had gone to a government school for a
part of their schooling. They shared in their narratives about the differences they
remembered, but as this was outside the scope of this study, much of that data was not
included in the results. More research needs to be done to understand the vulnerable
youth’s perspectives on these two schooling systems to know how each system is doing
well at serving this population as well as how they can make improvements.
The final suggestion for further research calls for a needed participatory action
research methodology. It is suggested by the researcher that all further research regarding
the educational system in Zambia have some form of participatory methods in which the
students’ and teachers’ voice are made heard. A critical piece of participatory research
that was left out of this study, however, is the action component. While more studies need
to occur in which the voice of the vulnerable youth is authentically represented, it is also
important to follow up with those voices. It is suggested that the results of future studies
include an action element in which the data collected from the participants leads into an
action that will help the communities carry out some of their suggested system changes.
The action component will help take this type of study from just benefiting the scholars
that write and read such research to benefiting the community which is experiencing the
educational system.
Recommendations for Professional Practice
It is imperative that the results of this study and future studies like it are
consciously taken beyond the world of research. The stated professional goal of this study
was to add to a body of literature that lacked youth representation. It is important to
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continue such studies to add to the body of research that represent groups of community
members that have been previously underrepresented in research. If the results of the
research, however, do not go beyond the academic scholar world, then the voices of these
groups are represented for no reason. Action needs to take place based on the new
knowledge found through these voices. This action can be both from the researcher
sharing this knowledge with those who are already in positions to make change as well as
empowering the community to take action for these changes as well.
As stated earlier, this research did not include an action on the part of the youth
participants or the community members. The results of this study, however, will be made
available to the Ministry of Education in Zambia. As part of the research, an agreement
was made with a Teacher Education Officer at the Ministry of Education. This agreement
stated that the research could take place within the Kalingalinga compound so long as
following the research, a copy of the results be made available to the Ministry. It is the
hope of the researcher that these results provide insights and guidance into the
improvements of the educational system in Zambia. The hard work of both the teacher
and youth participants to create a successful learning environment should be examined as
well as the suggested ways in which education can be improved. It is also encouraged
that the Ministry continue to support and encourage future research projects within
education that help to uncover the voices of the vulnerable youth.
Reflections of the Researcher
This research project was a very personal journey for me. Having worked in the
Kalingalinga community before, I felt I was prepared emotionally for the narratives I
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would collect. I also felt I had a fairly clear understanding of the challenges and successes
of these youth based on my work and personal experiences in Zambia. To my surprise,
however, I was not all prepared for the emotional and academic depth that the amazing
youth participants shared with me. When I first started the initial interviews, the youth
were hesitant to talk. The information that was being shared was very general and exactly
what I expected to hear. However, as I spent more time at the school, the youth began to
feel more comfortable and developed an “urge” to share their stores. It is through this
process that I was able to collect authentic narratives in which the youth talked directly to
the voice recorder. They told their stores, uninterrupted by questions.
The narratives that were given were far more in-depth than I would have
imagined. Stories of personal struggles, witchcraft, and family dynamics much of which
was not included due to the sensitive nature and the topics being too far removed from
their educational journey. Along with the openness of the participants, I also found it
surprising to hear the common themes in the youth’s identified challenges and successes.
Much of what they shared was not as I expected. Having working in the community and
read as much research about Zambian education as I could, I expected to be familiar with
their answers. Many of their answers, however, were not as I expected. The outcomes of
the research were a testament to me for the high need youth and community voice in
further research. The youth had clear ideas about what would make their education a
more positive experience and it is time for their voice to be seriously listened to.
My final thought as I close this study is the amount of inspiration I found in both
the youth and the teachers that helped me to make this research possible. The stories of
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perseverance and determination to be educated was beyond what I had ever seen in such
young people. Many were willing to take whatever sacrifices they needed to insure that
they received an education. I also found this same inspiration in the teachers at Grace
School. These two teachers put their whole lives into the education of these vulnerable
youth. They give of their time, talents, finances, and heart every day to make sure that
every child who wants to, could receive an education. I am inspired. These youth faced
many obstacles in their journey toward education, and while it is important to understand
and address all of these obstacles, I hope the reader sees beyond this. I hope the reader
sees the resilience and determination the youth have. I hope the reader is inspired.
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Appendix A
PARENTAL CONSENT FOR RESEARCH PARTICIPATION

Mrs. Lori Imasiku, a graduate student in the School of Education at the University of San
Francisco is doing a study the educational experiences of children in Kalingalinaga. The
participants in this study will work with Mrs. Imasiku to create narratives of their
individual educational experiences (discussing both the successes and challenges they
face). The researcher (Mrs. Imasiku) is interested in understanding the educational
experiences of youth in the community and to better understand the social and economic
factors that might be affecting the educational system in this community.
Procedures:
If I agree to allow my child to be in this study, the following will happen:
1. My child will be given a camera (provided by the researcher) to take pictures of what
they believe to be important in my educational journey with this community.
2. My child will discuss these pictures with the researcher and explain what they mean to
them.
3. My child will participate in an interview in which they will discuss my educational
experiences explaining what has been helpful in their success and what has held them
back from success.
Risks and/or Discomforts
1. It is possible that some of the questions during the interview may make my child feel
uncomfortable, but they are free to decline to answer any questions they do not wish to
answer or to stop participation at any time.
2. Participation in research may mean a loss of confidentiality. Study records will be kept
confidential as possible. No individual identities will be used in any reports or
publications resulting from the study. Study information will be coded and kept in locked
files at all times. Only study personnel will have access to the files.
Benefits:
There will be no direct benefit to me or to my child from participating in this study. The
anticipated benefit of this study is a better understanding the education in Kalingalinga
and to give the youth of this community a chance to have their voices heard.
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Costs/Financial Considerations:
There will be no costs to me or to my child as a result of taking part in this study.
Payment/Reimbursement
Neither my child nor I will be reimbursed for participation in this study.
Questions
I have talked to Mrs Imasiku or her research assistant about this study and have had my
questions answered. If I have further questions about the study, I may call him at
(0972921656)
Consent
PARTICIPATION IN RESEARCH IS VOLUNTARY. I am free to decline to have my
child be in this study, or to withdraw my child from it at any point. My decision as to
whether or not to have my child participate in this study will have no influence on my
child’s present or future status as a patient in my pediatrician’s office. My signature
below indicates that I agree to allow my child to participate in this study.
Signature / Date of Subject’s Parent/Guardian
Consent

Signature/ Date of Person Obtaining

212

Dear Participant

My name is Lori Imasiku and I am a graduate student in the College of Education
at the University of San Francisco. I am doing a study on the educational experiences of
youth in the Kalingalinga community. I am interested in learning about both the
successes and the obstacles that youth face as they access (or do not access) education.
You are being asked to participate in this study because you are a youth in the
Kalingalinga community and I value your opinions. If you agree to this study, we will
work together to create a narrative of your educational experiences. This narrative will
include pictures that you take as well as your personal story.
It is possible that some of the questions arising from the narratives interview may
make you feel uncomfortable, but you are free to decline to answer any questions you do
not wish to answer, or to stop participation at any time. You will be allowed to create an
"alias" to help protect your identity form those who will be reading this study. However,
since we will be working together, I will know your identity. Participation in research
may mean a loss of confidentiality. Study records will be kept as confidential as is
possible. No individual identities will be used in any reports or publications resulting
from the study. Study information will be coded and kept in locked files at all times. Only
study personnel will have access to the files.. While there will be no direct benefit to you
from participating in this study, the anticipated benefit of this study is a better
understanding of the educational system in Kalingalinga and possible advocacy for
system changes as necessary. There will be no costs to you as a result of taking part in
this study, nor will you be reimbursed for your participation in this study.
If you have questions about the research, you may contact me at (0972921656)
PARTICIPATION IN RESEARCH IS VOLUNTARY. You are free to decline to be in
this study, or to withdraw from it at any point. Thank you for your attention. If you agree
to participate, please complete the attached survey and return it to me in the enclosed preaddressed, pre-stamped envelope.
Sincerely,

Lori Imasiku
Graduate Student University of San Francisco
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Appendix C
IRBPHS EXEMPTION NOTIFICATION EMAIL
Wed, Feb 27, 2013 at 9:42
AM

Terence Patterson <noreply@axiommentor.com>
Reply-To: Terence Patterson <IRBPHS@usfca.edu>
To: lklowman@usfca.edu

Protocol Exemption Notification

To: Lori Lowman
From: Terence Patterson, IRB Chair
Subject: Protocol #35
Date: 02/27/2013

The Institutional Review Board for the Protection of Human Subjects (IRBPHS) at the
University of San Francisco (USF) has reviewed your request for human subjects approval
regarding your study.
Your project (IRB Protocol #35) with the title Education for All: A Photovoice Narrative
Study of Zambian Orphans and Other Vulnerable Youth has been approved by the
University of San Francisco IRBPHS as Exempt according to 45CFR46.101(b). Your
application for exemption has been verified because your project involves minimal risk to
subjects as reviewed by the IRB on 02/27/2013.
Please note that changes to your protocol may affect its exempt status. Please submit a
modification application within ten working days, indicating any changes to your research.
Please include the Protocol number assigned to your application in your correspondence.
On behalf of the IRBPHS committee, I wish you much success in your research.
Sincerely,
Terence Patterson,
Chair, Institutional Review Board for the Protection of Human Subjects
IRBPHS - Univeristy of San Francisco
Counseling Psychology Department
Education Building - Room 017
2130 Fulton Street
San Francisco, CA 94117-1080
(415) 422-6091
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